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ABSTRACT
Teacher attrition is a historic problem that globally is considered to be an
educational crisis. SBAE is not exempt from this crisis with teacher shortages dating back
to the passing of the Smith-Hughes Act in 1917. For the past three decades, researchers
have studied this phenomenon to better understand the needs of SBAE teachers in order
to increase recruitment and retention as well as improve work-life balance.
While several needs are recurring current efforts are not resulting in actionable
change for SBAE teachers. To gain perspectives on the problem, qualitative interviews
were conducted with SBAE teachers as well as an expert panel of SBAE supporters were
invited to participate in a Delphi (N=71) in Florida, Georgia, and South Carolina, both
focused on the perceived needs of SBAE teachers. The Conceptual Model of Support for
SBAE Teachers was introduced as a potential lens to meet the human needs of SBAE
teachers and depth to direct actionable change for in-service SBAE teachers.
Findings from this multi-method study align with previous research on SBAE
teachers' needs. Four overarching themes were found through qualitative interviews,
including health and wellness of SBAE teachers, students, and communities; supports
structures for SBAE teachers; student human capital development; and resources for
SBAE teacher success, confirming that teachers’ basic human needs for security and
subsistence are prevalent within the profession. The Delphi resulting in 42 items being
identified as areas of need for SBAE teachers. All align with the historical needs of
SBAE teachers and demonstrate gaps in support in the areas of wellness, stress, work-life
balance, and need for purposeful professional development.
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Resulting in recommendations to change the perspective for addressing SBAE
teachers' need gaps to better support 21st century programs. SBAE teachers need help
establishing work-life balance, identifying stressors, and promoting mental and emotional
wellness. Further research is recommended to explore SAE successes found during the
pandemic and to validate the Conceptual Model of Support for School-Based Agricultural
Education Teachers.
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CHAPTER ONE
INTRODUCTION
Teacher attrition has been a significant and documented issue facing education on a
national scale since the 1970s, with 25% of individuals certified to teach never entering
the classroom and 33% of new teachers not remaining in the profession past year three
(Charters 1970; Croasmun et al., 1999; Murnane, 1981). This phenomenon, while well
documented with over 25,000 scholarly investigations, is still a significant problem
within education today, impacting the number of individuals willing to join the career
field (Nguyen & Springer, 2019; Camera, 2019). Teacher preparation has seen a decrease
in enrollment by one-third since 2010, with an estimated 340 thousand fewer students
enrolling in teacher preparation, forcing universities to look closely at the programs being
offered (Camera, 2019). The decline in enrollment continued its trend due to the impact
of the Covid-19 pandemic, making institutions like Oklahoma City University suspend
the teacher preparation program. Unfortunately, they are not alone, with 20% of
institutions experiencing a “significant” decline in enrollment after the onset of the
pandemic (Maxouris & Zdanowicz, 2022).
Alarming teacher loss, troubling retention rates, and dwindling enrollment numbers
all impact the quality of education due to a lack of high-quality educators and the lack of
diversity represented in the classroom (Nguyen & Springer, 2019). According to Chetty
et al. (2014), the most significant school-based factor on student achievement is the
teacher. Therefore, preparing preservice teachers and supporting in-service teacher needs
is essential for ensuring the quality and equity of education we are providing all students
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(Chetty et al., 2014; Nguyen & Springer, 2019). The lack of teacher diversity is another
harsh reality of a limited teacher population, impacting school culture and students’
diversity, equity, and inclusion needs (Camera, 2019). Students seeing themselves
racially represented by teachers can influence their outcome and potential for future
success (Camera, 2018). Same race/ethnicity role models can provide students with the
drive to succeed in their future endeavors, like college and career ambitions (Camera,
2018; Gershenson et al., 2018).
Nguyen and Springer (2019) aligned factors impacting attrition into three overarching
categories of school, external, and personal factors. School factors were defined as
teacher work environment, available resources, and school organization, with schools
having a consistent influence due to administrative support, professional development,
and management of disciplinary problems (Nguyen & Springer, 2019). External factors
included school improvement and accountability efforts mandated by state and national
educational policies (Nguyen & Springer, 2019). While policy mandates can increase
teacher stress, it was not found to be a major factor in teacher attrition but more a positive
impact on attrition rates if evaluation data was used to help teachers improve their
practice and meet individual professional development needs (Nguyen & Springer, 2019).
Personal factors that were considered included gender, age, ethnicity, and qualifications
(Nguyen & Springer, 2019). While Nguyen & Springer (2019) didn’t find significance
within degree level or ethnicity they did in gender, with females being more likely to
leave the profession than male teachers. Although the most significant personal
correlation was the teachers’ job satisfaction, suggesting that by meeting their

2

professional needs we may be able to retain more of our quality educators (Nguyen &
Springer, 2019).
Leading causes for teacher attrition, historically and current, have many consistent
themes relating the educational policies, professional pay, respect for the profession, and
the need for professional development opportunities (Camera, 2019; Croasmun et al.,
1999; Maxouris & Zdanowicz, 2022; Nguyen & Springer, 2019), demonstrating the
consistent and complex impact of this phenomenon, ultimately influencing, the future of
education in the United States (Camera, 2019; Croasmun et al., 1999; Maxouris &
Zdanowicz, 2022; Nguyen & Springer, 2019). According to Nguyen & Springer (2019),
teacher satisfaction plays a significant role in their decision to remain in the profession.
Perhaps by addressing teachers’ attitudes, beliefs, and perspectives, we can gain a
different lens to view this phenomenon to create change within the profession.
The teacher attrition phenomenon isn’t limited to traditional content areas but has
an increased rate of attrition in specialized content areas like special education, science,
technology, engineering, and math (STEM), and agricultural education (Nguyen &
Springer, 2019). Within school-based agricultural education (SBAE), teacher shortages
have been documented since 1917 with the passing of the Smith-Hughes Act that created
secondary agricultural education in schools and has persisted (Eck & Edwards, 2019).
Part of the documented shortage relates to the pre pandemic “… 6-in-10 trend of entrantsversus-graduates” (Eck & Edwards, 2019, p. 235). Furthermore, an increase in retirement
from SBAE teachers born in the Baby Boom generation, along with early-career teachers
leaving prior to retirement worsens the teacher attrition problem (Smith et al., 2018).

3

Exacerbating job expectations, workload, and stress, SBAE teachers faced the
Covid-19 pandemic and its convoluted and constantly changing policies (OECD, 2021).
Amplifying the social, emotional, and mental stress and anxiety that is now seen as a
global mental health crisis (OECD,2021). This crisis led to the overburdening of SBAE
teachers' ability to cope with stressors (Shoulders, 2021). The Covid -19 pandemic has
challenged all aspects of life, including the educational system worldwide (OECD, 2020;
OECD, 2021). Globally, educational systems struggled to meet the needs of our most
valuable stakeholders – teachers and students (OECD, 2020; OECD, 2021; Shoulders et
al., 2021). The uncertainty tests the resiliency of all teachers, especially SBAE teachers
(Shoulders et al., 2021); demonstrating the need for research to gain perspectives of inservice SBAE teachers’ needs to not only identify but to provide support and resources to
mitigate the overwhelming stress and improve retention and recruitment of in-service and
pre-service SBAE teachers.

Need for the Study
Research on the needs of SBAE teachers has been conducted since 1983, which
has shown consistent teacher needs over the 32-year period, including FFA program
management, developing public relations, supervised agricultural experience (SAE)
development/supervision, computer technology, and managing student behavior
(DiBenedetto et al., 2018; Layfield, 2002). Making work-life balance a focus in SBAE
research due to the overwhelming amount of work, dedication, and mental, physical, and
emotional stress that comes from managing a successful program (Phipps et al., 2008;

4

Shoulders et al., 2021). Additionally, leading a balanced life (i.e., work-life balance) is an
integral component of being an effective SBAE teacher along with the development of
career specific human capital (Eck et al., 2020).
Unfortunately, SBAE teachers still have gaps in their ability to integrate
technology and digital tools into their everyday instruction (Eck et al., 2021), which
further complicates the work-life balance and stress that teachers face by missing
purposeful professional development (Shoulders et al., 2021), especially during an
ongoing pandemic. While work-life balance and teacher stress have been heavily
researched in recent decades, we do not currently have the depth of understanding
necessary to provide actionable change needed to provide SBAE teachers with the
resources, content, curriculum, and social and professional development needed to
empower and support them in their practice. Therefore, identifying teachers needs on a
human level is essential to further support SBAE teachers and potentially offset the
ongoing teacher attrition concerns.
Purpose of the Study
The purpose of this study was to identify the current needs of SBAE teachers in
Florida, Georgia, and South Carolina. Three research objectives guided this study:
1. Explore the self-perceived needs of in-service SBAE teachers,
2. Determine the needs of in-service SBAE teachers as perceived by expert
SBAE teacher supporters,
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3. Identify the current support structures available to in-service SBAE teachers
according to expert SBAE teacher supporters.

Relevant Definitions
The following are definitions relevant to this study:
1. Agricultural Education: Standardized secondary instruction regarding agriculture,
food, and natural resource content intended to increase agricultural literacy while
preparing students for employment and postsecondary education (Blackburn, 2013;
Phipps et al., 2008; Shinn, 1997).
2. Agricultural Teacher Educator: Professors and instructors at the post-secondary level
whose job responsibilities are to prepare pre-service SBAE teachers and support
current SBAE teachers.
3. Agricultural Education State Support Staff: Includes FFA state and regional level
support staff, recruitment and retention specialists, curriculum specialists, state level
career and technical education (CTE) supervisors, and CTE department of education
(DOE) representatives.

4. School-Based Agricultural Education (SBAE): “is a systematic program of instruction
available to students desiring to learn about the science, business, technology of plant
and animal production and/or about the environmental and natural resources systems”
(National Council for Agricultural Education, 2012, para. 1).
5. Self-efficacy: “[A] teacher’s expectation that he or she will be able to bring about
student learning” (Ross & Bruce, 2007, p. 50).
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6. Teacher Preparation Programs: are “designed to prepare both undergraduate and
graduate students to become licensed teachers. Programs can offer students
specialized coursework in the grade level and subjects they are interested in teaching.
The teacher preparation program also includes a hands-on student teaching
experience, which is required in most states for licensing” (Teacher Preparation
Programs Overview, 2019, para. 4).
Limitations of the Study
Limitations to the study included the following:
1. The study was limited to in-service SBAE teachers and expert SBAE teacher
supporters within three South-Eastern states including Florida, Georgia, and South
Carolina.
2. The study relied on self-reported data.
3. A state frame for SBAE teachers was unavailable for the three states of interest;
therefore, the researcher relied on an electronic mail contact list from 3 states.
4. The findings are limited to those in-service SBAE teachers who received the
interview request via electronic mail and chose to participate.
5. A state frame for each of the expert SBAE teacher supporters was unavailable;
therefore, the researcher relied on an electronic mail contact list from 3 states.
The findings are limited to those expert SBAE teacher supporters who received the
instrument link via electronic mail and chose to participate.

7

Assumptions of the Study
Assumptions for the study included the following:
1. SBAE teacher participants objectively participated in the qualitative interview
protocol regarding their needs as in-service SBAE teachers and expert SBAE teacher
supporters objectively responded to the questions in the Delphi study related to the
needs of in-service SBAE teachers.
2. All SBAE teachers and expert SBAE teacher supporters in Florida, Georgia, and
South Carolina received an email and had an equal opportunity to participate in the
study.
3. All SBAE teachers’ and expert SBAE teacher supporters in Florida, Georgia, and
South Carolina email addresses were active and viable.
4. All SBAE teachers and expert SBAE teacher supporters in Florida, Georgia, and
South Carolina had access to the internet and email.
5. All SBAE teachers and expert SBAE teacher supporters in Florida, Georgia, and
South Carolina checked their email frequently.
6. All SBAE teachers and expert SBAE teacher supporters in Florida, Georgia, and
South Carolina responded to the questions accurately and to the best of their ability.
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CHAPTER TWO
REVIEW OF LITERATURE
Education itself is a phenomenon, confounding philosophers for centuries who
have sought to grasp the complexities of facilitating learning (Dewey, 1929; Stronge et
al., 2011). The purpose and aim of education have adapted due to many factors, but
change has been consistent throughout human history (Dewey, 1929). In ancient Greece,
education focused on developing physical ability, health, and moral values to produce
good citizens (Sahibzada et al., 2015). While the overarching purposes are similar, the
city-states of Athens and Sparta had different strategies for achieving that aligned with
their people’s societal values, beliefs, and needs. Nevertheless, the quality of the Greek
educational system was superior to other civilizations of the 8th century BC, setting it
apart and making it an essential model for the future of global education development
(Plutarch, n.d.; Sahibzada et al., 2015; Sienkewicz, 2007; Tanveer, 2005).
The purpose of education has always been, in essence, the same,
to give the young the things they need in order to develop in an orderly, sequential
way into members of society. This was the purpose of the education given to a
little aboriginal in the Australian bush before the coming of the white man. It was
the purpose of the education of youth in the golden age of Athens. It is the
purpose of education today, whether this education goes on in a one-room school
in the mountains of Tennessee or in the most advanced, progressive school in a
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radical community. But to develop into a member of society in the Australian
bush had nothing in common with developing into a member of society in ancient
Greece, and still less with what is needed today. Any education is, in its forms and
methods, an outgrowth of the needs of the society in which it exists. (Dewey,
1934, p. 12)
Global education in the twenty-first century strives to provide quality education at
primary, secondary, and tertiary levels to produce quality citizens while maintaining each
nation-state’s culture, values, beliefs, and needs (Dewey, 1929; OECDa, n.d.; Sahibzada
et al., 2015; Tanveer, 2005). The Organisation for Economic Co-operative Development
(OECD) is a global organization focused on improving the quality of life through
international policy to impact equality, prosperity positively, and well-being (OECDa,
n.d.) and working with citizens policy makers, governments, and citizens to make datadriven economic decisions on global issues ranging from economic impacts,
environmental challenges, and social factors (OECDa, n.d.).
One of the social factors is global education and its societal implications across
economically established countries, providing valuable insight into the influence of
education on the nation-state’s ability to produce good citizens and how that improves the
quality of life and equity (OECDa, n.d.; OECDb, n.d.). OECD’s data-driven collaboration
provides valuable insight into trends like an increase in employability of STEM
graduates, that adults 25 to 34 years of age are more educated than ever before, but still,
twenty-five percent are struggling to complete programs within two years and has

10

observed a six percent increase in secondary graduation rates in the past decade (OECD,
2017; OECD, 2019). However, the phenomenon of teacher attrition and decreased
enrollment in teacher education programs has been documented globally and attributed to
factors of an aging population and low salaries compared to similarly educated
professions (OECD, 2017; OECD, 2019).
Twenty-first-century education is faced with new and ongoing challenges,
including navigating constant policy changes at the local and state levels, high stakes
standardized testing, limited financial support, and the growing need to address diversity,
equity, and inclusion for all (Mohan, 2021). Education globally faces significant gaps
regarding these 21st century needs (Friedman, 2007; Mohan, 2021). Specifically, these
gaps include a lack of engineering, math, and science professionals; a lack of drive, will,
and motivation of young people and professionals when compared to China and India;
and a need for educational reform in the United States to produce the professionals
needed in engineering, math, and science careers (Friedman, 2007). The United States
decentralized approach to education is further convoluted by the schools’ roles for K-12
students as a safe and secure environment providing nutrition, family services,
educational support, emergency shelters, and mental and physical health support (Mohan
et al., 2021).
As supported by Maslow’s hierarchy of needs (1943), students cannot learn until
their basic, physical, and social-emotional needs are met to achieve literacy goals. All
while trying to prepare students for a future career in fields that are currently changing in
the 21st century with tools and innovations that are not yet conceptualized (Mohan et al.,
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2021). For 21st century career skill development in K-12 education, we must move
beyond teaching by telling and learning from listening to prepare learners with skills to
utilize the resources available in the digital age (Mohan et al., 2021). Lower-order
thinking makes up the majority of current educational practices, leaving students
dependent on others instead of being confident in their ability to abstractly construct their
understanding (Bloom, 1956; Mohan et al., 2021).
Teaching is the art and science of constructing instruction that leads to learning
(Dewey, 1929). Teachers make a multitude of complex decisions daily that directly
impact their students—often called upon to facilitate additional support beyond a
student’s literacy goals to support each student’s needs (Mohan et al., 2021). More than
the content being delivered is the context in which it is framed; scaffolding being
provided to meet learning, diversity, and cultural needs, which relies upon a safe and
accepting learning environment that engages students in social interactions and
excitement and encourages students’ success that the teacher integrates into each
tirelessly planned learning activity to meet targeted learning outcomes (Mohan et al.,
2021).
Career and technical education (CTE) offers a wide variety of hands-on studentcentered instructional courses intended to develop students' career-specific human capital
(Jacob, 2017). High-quality CTE teachers require beliefs, attitudes, knowledge, and skills
to prepare students through apprenticeships, internships, and school-based programs
(Williams et al., 2018). Williams et al. (2018) CTE-TCI Framework (Figure 1) identified
the importance of experience and education, attitudes, and professional development
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critical for effective CTE teachers. The CTE-TCI framework depicts 36 personal
attitudes; 17 of the characteristics represent knowledge and skills gained through
experience, education, and professional development (Williams et al., 2018). The CTETCI framework (Williams et al., 2018) identified five statements of belief and nine
statements of practice that high-quality CTE teachers should consider.
Figure 1
CTE-TCI Framework: Characteristics of a High-Quality CTE Teacher. Adapted from
Williams et al.’s (2018).
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Drage (2010) found that CTE teachers still need to make content connections to
current research and evaluate their own professional development needs, which often
reach beyond the traditional classroom. Barriers impeding CTE teachers' professional
development included time to participate and collaborate and bad professional
development that was not seen as meaningful, thus wasting their precious time (Drage,
2010). Additionally, Drage (2010) found their CTE teachers were intrinsically motivated
by their own desire to become a better teacher, improve their instructional practice, and
collaborate with the profession. Perhaps representing areas of needed support and
purposeful professional development for preservice and current CTE teachers as they
prepare students for a future in the workforce?
SBAE is involved in educating K-12 and post-secondary students and adults in and
about agriculture (Phipps et al., 2008). Traditional SBAE programs utilize the conceptual
model of Agricultural Education, which illustrates the three components that make SBAE
different from other CTE programs (Baker et al., 2012). The three components, (See figure
2), are classroom and laboratory instruction, Supervised Agricultural Experience (SAE),
and the National FFA Organization (Phipps et al., 2008).

Figure 2
Three-Component Model for Agricultural Education (FFA, n.d.)
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Classroom and laboratory instruction serves as the first component of the
complete SBAE program (see Figure 2). The primary role of the SBAE teacher within the
classroom and laboratory component is to teach agricultural content through instruction
and hands-on experiences. “The [Agricultural, food, and natural resource] AFNR Career
Cluster Content Standards provide state agricultural education leaders and educators with
a high-quality, rigorous set of standards to guide what students should know and be able
to do after completing a program of study in each of the AFNR career pathways” (The
Council, 2015, para. 1). Specifically, eight career clusters are available, including
agribusiness systems, animal science systems, biotechnology systems, environmental
service systems, food products and processing, natural resources systems, plant systems,
and power, structural, and technical systems (The Council, 2015). Evidence of explicit
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STEM content alignment was found for each of the eight AFNR career pathways by
Swafford (2017) with the environmental service systems pathway representing explicit
content alignment in all four components: science, technology, engineering, and math.
These AFNR pathway standards serve as justification for the rigor, relevance, and value
of SBAE as a CTE program preparing students for a future in the 21st century workforce
(The Council, 2015; Judson et al., 2020; Safford, 2017).
SAEs provide opportunities to guide students through an experiential learning
project in an area of their interest, including fundamental exploration, entrepreneurship,
placement, agriscience research, and service-learning categories (FFA, n.d.). While the
variety of SAE project options is expansive, all require students to investigate potential
ideas, plan project details and set high expectations, coordinate and communicate with
advisors, parents, and potential employers, and keep records of time and achievement
(FFA, n.d.).
The National FFA organization, from its origin in 1928, has been an
intracurricular and integral component of SBAE programs (Phipps et al., 2008),
providing opportunities for leadership, community development, and collaboration skills
(FFA, n.d.; Phipps et al., 2008). Founded by 33 agricultural education students, it is now
the nation’s largest student leadership organization with more than 8949 chapters within
the continental United States and surrounding territories, including Alaska, Puerto Rico,
and the Virgin Islands (FFA, n.d.; Phipps et al., 2008). SBAE teachers engage students
through various service-learning projects, career development events (CDE) to promote
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agricultural job skills, and leadership development training and workshops (Downes,
2020; Phipps et al., 2008).
To be successful within a complete SBAE program, SBAE teacher tasks include
classroom teacher, laboratory instructor, field instructor, motivator, disciplinarian,
agriculture literacy consultant, FFA chapter advisor, career development coach,
leadership development expert, supervisor of experiential learning, accountant, public
relations, event organizer, volunteer coordinator, counselor, professional, and lifelong
learner, all while attempting to establish a work-life balance (Terry & Briers, 2010).
These additional components change the depth of the relationship SBAE teachers build
with students and the workload it takes to be successful as a teacher and advisor (Terry &
Briers, 2010). Doss et al. (2022) found that relationships built with students positively
impacted their intentions within the profession. All these roles build deep relationships
and positively impact the lives of students within their programs (Terry & Briers, 2010).
SBAE teachers focus on managing a complete and balanced program, which adds to the
list of responsibilities to create meaningful learning opportunities for student growth and
development (Terry & Briers, 2010).
Work-life balance has been an ongoing focus in agricultural education research
due to the overwhelming amount of work, dedication, and stress that comes from
managing a successful program (Eck et al., 2019; Phipps et al., 2008; Shoulders et al.,
2021). But according to Eck et al. (2020), SBAE teachers have gaps in their ability to
integrate technology and digital tools into their everyday instruction, which further
complicates the work-life balance and stress that teachers face by missing purposeful
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professional development aimed to address 21st century needs (Shoulders et al., 2021).
While work-life balance is heavily researched, we do not currently have a depth of
understanding related to the needs of SBAE teachers, providing the resources, content,
curriculum, or social and professional development needed to empower and support them
in their practice.
A historical review spanning three decades of SBAE teacher needs assessments
depicts that several needs are reoccurring including General administrative tasks, public
relations for the program, managing student behaviors, computer technology, FFA
program management, and SAE development and supervision (DiBenedetto et al., 2018).
While these are specific reoccurring needs, why are they persistent and how do they
impact current SBAE teachers' job satisfaction?
Doss et al. (2022) identified six areas of challenges that have historically
impacted SBAE teachers' self-reported job satisfaction which included classroom
activities, SBAE program management activities, relationships with others, professional
development activities, personal factors, and miscellaneous job responsibilities. SBAE
teachers found that miscellaneous job responsibilities like the volume of paperwork, low
salaries, school regulations, workload, unsafe workspace, time management, and stress
had the most significant challenges to do their job (Doss et al., 2022). Of these
challenges, teacher burnout was the lowest performing item for positively influencing job
satisfaction, while SBAE teacher relationships had the most significant positive impact
on job satisfaction (Doss et al., 2022). Building a relationship with students in the SBAE
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program was the highest performing item for positively impacting job satisfaction (Doss
et al., 2022).
While both historical reviews have an overlap of themes between SBAE teacher
needs and job satisfaction factors, neither truly provides the depth needed for proactive
solutions that could improve SBAE teacher needs or satisfaction, but both do make
recommendations to further explore and develop teacher preparation and professional
development to address these reoccurring issues (DiBenedetto et al., 2018; Doss et al.,
2022). This task is elusive because a “one size fits all” approach to career-specific human
capital development through training, workshop, or in-service will be ineffective to meet
the needs of all SBAE teachers (Klassen & Chiu, 2010). With new SBAE teachers being
more likely to leave the classroom in the first three years, women more likely to leave the
SBAE classroom in the first five years, alternatively certified teachers struggling to
develop relationships, and SBAE teacher’s work-life balance priorities creating the
demand for differentiation to meet their individual needs (King et al., 2013; Sorensen et
al., 2016; Thornton et al., 2020; Traini et al., 2021).
While research from recent years demonstrates that technical in-service needs of
teachers are still prevalent in regard to power and structural pathways, plant science
pathways, technological integration, identifying curricula resources, modifying
curriculum to meet student accommodations, online instructional tools, instructional
methods, assessing learning in class and lab, and maintaining student motivation (Eck,
2021; Thornton et al., 2020; Yopp et al., 2020). So, how do we effectively create an
individualized system of support for SBAE teachers to proactively reduce attrition?
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King et al. (2013) recommends that the continuation of teacher need research
should be utilized to guide the skill development and individual needs of SBAE teachers
through training, in-services, and professional developments designed by the Department
of Education (DOE) state specialists, state and regional FFA staff; and SBAE teacher
educators. Each of these expert SBAE teacher supporters serve in different aspects of the
complete SBAE program, but may be limited by the phenomenon they witness within
their roles. The early SBAE teacher educators had to prepare SBAE teachers from a
variety of pathways but started with eight major work areas: administrative, preservice
training, teaching aid preparation, in-service training, public relations, research,
improving educational procedures, and improvements for the profession (Hillison, 2010;
Sutherland, 1946). Each of the eight major work areas had fifty-four specific job
responsibilities for the teacher educators (Hillison, 2010; Sutherland, 1946). In 1953,
Gandy expanded the scope of work responsibilities to include FFA specialists, resident
teacher educators, counseling specialists, itinerant teacher educators, research specialists,
farm mechanics specialists, subject matter specialists, and department heads. While the
research was not the original priority, it was considered to be part of teacher preparation
work, quickly becoming the third major function of SBAE teacher preparation programs
(Gandy, 1953; Hillison, 2010; Magill, 1929).
The development of standards, organizations, and common goals led to the
formation of a professional organization for teacher trainers called the American
Association for Teacher Educators in Agriculture (AATEA) (Ekstrom, 1968). In 2008,
AATEA broadened its purpose, resulting in a name change to the American Association
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for Agricultural Educators (AAAE), which aimed to promote, study, and apply teaching
and learning specific to agriculture. This demonstrates that from the origin of SBAE
teacher preparation, teacher educators have been advocating and making improvements
within the profession (Gandy, 1953; Hillison, 2010; Magill, 1929; Sutherland, 1946). So,
what do current SBAE teacher educators, state DOE and state-level FFA specialists see
as the perspective needs of SBAE teachers currently, and what support roles could they
fill?

Theoretical/ Conceptual Framework
Maslow’s Hierarchy of Needs from the Theory of Human Motivation (1943)
operationalized the evaluation of SBAE teacher needs for this study. Maslow (1943)
developed a hierarchy of human needs arranged by prepotency, which are defined as
basic human needs, including physiological, safety, love, esteem, and self-actualization
(see Figure 3). Individuals are driven to achieve self-actualization but must first meet
sequential needs (Maslow, 1943).

Figure 3
Maslow’s (1943) Hierarchy of Needs
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The physiological is defined as survival needs essential for maintaining
homeostasis (Maslow, 1943). Humans cannot focus on building esteem or finding love
until their need for food, water, shelter, and sleep has been met (Fisher & Crawford,
2020; Fisher & Royster, 2016; Maslow, 1943). Once physiological needs are satisfied,
new needs emerge, defined as safety (Maslow, 1943). Safety is defined as efforts to
establish good health, income security, routine, and removal of potential dangers (Fisher
& Crawford, 2020; Maslow, 1943). Followed by love, which is defined as the needed
give and take of affection and social interaction with family, friends, and significant
others (Fisher & Crawford; 2020; Maslow, 1943). The esteem stage encompasses the
need for self-respect, self-worth, and confidence that is developed by achievement,
capabilities, respect, recognition, and appreciation from others (Fisher & Crawford, 2020;
Maslow, 1943). Self-actualization is at the pinnacle of basic human needs, representing
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the desire for self-fulfillment and recognition of an individual’s full potential and
capabilities (Fisher & Crawford, 2020; Maslow, 1943).
Maslow’s hierarchy has been applied to a multitude of different disciplines since
its introduction (Maslow, 1943), including farming, financial planning and religion,
student retention, and teacher’s needs (Anburaj Balraj, 2017; Cheng & Qi, 2015; Fisher
& Crawford, 2020; Fisher & Royster, 2016; Lee & Hanna, 2015; Weller, 1982).
“Maslow’s hierarchy to support the needs of teachers,” by Fisher and Royster (2016),
maintained the categories of the original hierarchy but aligned the titles of each category
to better represent the needs of the K-12 education discipline as represented in Figure 4.
Fisher and Royster (2016) model renamed physiological to subsistence to specify the
individual needs physical survival needs within the education discipline and align it with
the need for rest, pedagogy, and professional development (See Figure 4) . Similarly,
safety was renamed security and aligned with teachers need to care for themselves first
and job security in the form of time for grading, higher income, benefits, and retirement
(Fisher and Royster, 2016; See Figure 4). Love was renamed association and aligned with
an individual's need for social interaction including family, friends, and social groups
(Fisher and Royster, 2016; See Figure 4). Esteem was renamed respect aligning with the
need to be respected in and have respect for the educational profession (Fisher and
Royster, 2016; See Figure 4). Lastly, self-actualization remained the same representing
an individual’s ability to be successful and met their own needs (Fisher and Royster,
2016; See Figure 4).
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Figure 4
Maslow’s (1943) Hierarchy of Needs compared to Maslow’s Hierarchy for Teachers
(Fisher & Royster, 2016)

The personal growth needed to ascend within Maslow’s Hierarchy of Teachers
(2016), would require the development of essential skills, resources, social networks, and
knowledge. This development of personal and professional traits is known as human
capital, and the developmental needs will differ based on the career field, education, and
previous experiences of the individual (Heckman, 2000; Shultz, 1971; Smith, 2010). The
Three-Component Model of Agricultural Education (FFA, 2022; See figure 2) develops
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the human capital of students engaged in SBAE programs by providing exposure,
experience, and hands-on practice in agricultural content, career development, and
leadership opportunities (Eck et al., 2019; FFA, 2022; Smylie, 1996) just as The Effective
Teaching Model for SBAE Teachers (Eck et al., 2019) was created to demonstrate the
human capital development of SBAE teachers (See figure 5).
Figure 5
The Effective Teaching Model for SBAE Teachers (Eck et al., 2019).

The Effective Teaching Model for SBAE Teachers (Eck et al., 2019), seen in
Figure 5, represents the needed skills and attributes to be an effective SBAE teacher,
comprised of effective SBAE teacher characteristics; and personal/professional factors.
Eck et al. (2019) identified six essential components for SBAE teachers to develop their
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career-specific human capital related to the skills, education, training, and experiences
that increase their career readiness (Eck et al., 2020; Smylie, 1996). The essential
components include; 1) intracurriculur engagement which incorporates the threecomponent model for school-based agricultural education and management of a complete
program; 2) personal disposition refers to leadership characteristics of the individual,
including hard-working, integrity, honesty, dependability, responsible and trustworthy; 3)
appreciation for diversity and inclusion demonstrated by valuing, respecting, and caring
about all students within the SBAE classroom; 4) pedagogical preparedness having the
teaching and classroom management skills; 5) work-life balance representing the ability
to balance work and life obligations and maintaining healthy boundaries; 6)
professionalism defined as showing empathy and patience (Eck et al., 2019; 2020). The
personal and professional factors depicted within the Effective Teaching Model for SBAE
Teachers (Eck et al., 2019) can impact the career-specific human capital development of
an individual based on years of career experience, the pathway of teacher certification,
and SBAE program size, all of which can influence their experience, knowledge,
perception, and job satisfaction.
To better demonstrate the relationship between The Three-Component Model for
Agricultural Education (FFA, 2022), Maslow’s Hierarchy for Teachers (Fisher &
Royster, 2016), and The Effective Teaching Model for SBAE Teachers (Eck et al., 2019),
a conceptual model was developed as a lens to better assess the needs of SBAE teachers
(See figure 6).
Figure 6
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Conceptual Model of Support for School-Based Agricultural Education Teachers

The Conceptual Model of Support for School-Based Agricultural Education
Teachers utilizes The Three-Component Model for Agricultural Education (FFA, 2022)
as the base of the pyramid due to the interdependency of the Classroom, FFA, and SAE
components and the number of the overlapping roles of SBAE teachers. Human capital
development takes place in each of the Classroom, FFA, and SAE components based on
the needs of the individual SBAE teacher, taking into account their teaching effectiveness

27

along with their personal and professional characteristics demonstrated by The Effective
Teaching Model for SBAE Teachers (Eck et al., 2019). As SBAE teachers develop their
human capital in each of the components (i.e., Classroom, FFA, SAE), they ascend to
higher levels of Maslow’s Hierarchy for Teachers (Fisher & Royster, 2016), which
further develops career-specific human capital and reduces the challenges contributing to
SBAE teacher attrition (Doss et al., 2022; Eck et al., 2019; Fisher & Royster, 2016; FFA,
n.d.).
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CHAPTER THREE
METHODOLOGY

To address the three research questions, a non-experimental multi-methods design
(Privitera, 2020) was developed utilizing both a qualitative hermeneutic
phenomenological approach and the Delphi method. For the purpose of this study, a
census population of in-service SBAE teachers (N=1205) and expert SBAE teacher
supporters (N=71) in three southeastern states (i.e., Florida, Georgia, and South Carolina)
were invited to participate (Creswell & Poth, 2018; Privitera, 2020). A complete email
frame was developed for each of the study populations utilizing existing frames and state
listservs. An initial personalized email and three contact points were used to invite SBAE
teachers (N=1205) and expert SBAE teacher supporters (N=71) to participate in each of
the studies respectively (Dillman et al., 2014).

Qualitative Research Protocol
This non-experimental design study utilized a hermeneutic phenomenology
approach allowing for the interpretation of the phenomenology from the essence of
participants' lived experiences (van Manen, 2014), to answer research question one: What
are the self-perceived needs of in-service SBAE teachers? Reflective questions would be
utilized to make meaning from SBAE teachers lived experiences to gain a better
understanding of the origin and depth of 21st century SBAE teacher's needs (van Manen,
2014). Taking an ontological view provided by the hermeneutic approach, allowed the
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research process to reflect the personal knowledge and experiences of the research team
to be utilized in the interpretation of the phenomena (van Manen, 2014).

Population
A census population of in-service SBAE teachers in three southeastern states
(Florida, Georgia, and South Carolina) were invited to participate (Creswell & Poth,
2018). Teachers were invited to participate by utilizing previously existing public emails
from each state’s FFA websites to create an email frame (Dillman et al., 2014). All SBAE
teachers in Florida, Georgia, and South Carolina (N=1205) had an equal opportunity to
participate (van Manen, 2014). An initial personalized email and three contact points
were used to invite SBAE teachers to schedule and participate in the qualitative
interviews (Dillman et al., 2014). Interviews were scheduled until saturation of themes
were reached, which was achieved in 15 interviews (Creswell & Poth, 2018; Saldana,
2021), although 19 responded to the invitation to participate. Zoom was utilized to
facilitate interviews with SBAE teachers in Florida, Georgia, and South Carolina between
November 1st and December 15th of 2021 (Archibald et al., 2019; Creswell & Poth, 2018;
Saldana, 2021).
Participants represented a range of personal and professional characteristics,
including gender, years of teaching experience, and teaching site situations in middle
school, high school, career center, and exceptional center locations. All participants were
involved in the phenomena of teaching SBAE at the time of the interview (van Manen,
2014). Of the 15 SBAE teacher participants, four were male, nine taught middle school,
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and six of the participants taught in different high school situations including traditional,
career center, and exceptional centers (See Table 1). Additionally, an even divide of five
early career, five mid-career, and five late-career SBAE teachers participated in the
interview process. While this participating population does not align with the current
national SBAE teacher demographics with an increased percentage of female and middle
school SBAE teachers, it does represent the Florida, Georgia, and South Carolina
demographics. Table 1 outlines the personal and professional characteristics of the
participants.
Table 1
Personal and Professional Characteristics of Participants (n = 15)
f
Characteristic
Gender
Male
4
Female
11
Years of teaching
experience

Early Career (0 - 3 years)
Mid-Career (4 – 12 years)
Late Career (13 – 39 years)

5
5
5

School Site
Situation

Middle School
High School – Traditional
High School – Career Center
High School – Exceptional Center

9
3
2
1

Florida
Georgia
South Carolina

7
5
3

State

Interview Protocol
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The following interview protocol was developed to gain insight into the essence
of the SBAE teaching experience regarding the feeling, beliefs, and values of programs in
Florida, Georgia, and South Carolina. To understand the phenomenon of teaching SBAE
in the twenty-first century and the depth of their program needs as we move to a postpandemic educational frame, an interview protocol (see Figure 7) was intentionally
designed to understand the struggles, successes, modifications, and motivations of SBAE
teachers in relation to their needs and how they balance their program. While the
interview protocol was limited to nine questions, the interview length ranged from thirtyeight minutes to three hours, with an average length of an hour and thirty minutes.
Interview length is attributed to the interviewer’s ability to build rapport through the
interview process because of their SBAE teaching experiences. The ability to develop
rapport allowed participants to feel safe and acknowledged as they shared their
experiences and the essence of the phenomenon (van Manen, 2014).

Figure 7
Qualitative Interview Protocol
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Reflexivity Statement
The primary interviewer has served as an SBAE teacher in Florida for the past
nine years and, including teaching during the Covid-19 Pandemic, experienced the stress,
workload, and dedication needed to manage a complete SBAE program. The research
team is comprised of Clemson University graduate student and three faculty from
Clemson University and North Carolina State University. Faculty have served as
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Agricultural and Extension Teacher Educators who have a combined 40 years of
experience teaching and supporting SBAE and extension educators. Response bias may
be found in Florida and South Carolina SBAE teachers’ participation in the interviews
due to the researchers’ history of teaching agriculture in the states.

Qualitative Data Analysis
A single interviewer conducted all interviews to maintain the consistency of the
interview protocol. Open coding was utilized as a Round One coding process to allow the
emergence of codes from lived experiences to develop the essence or meaning of the
phenomenon from the qualitative interview transcripts, zoom audio recordings, and
interviewer notes (Creswell & Poth, 2018). To ensure creditability, research team
member checks were conducted to reduce interviewer bias during the coding process
(Creswell & Poth, 2018). Data were triangulated utilizing Zoom video recordings, audio
transcripts, and interviewer notes (Archibald et al., 2019; Creswell & Poth, 2018;
Privitera, 2020; Saldana, 2021).
To ensure the trustworthiness and consistency of the study, rigorous procedures
were upheld to maintain credibility, transferability, dependability, and confirmability
(Privitera, 2020; Saldana, 2021). Credibility refers to the internal validity of the data
collected, and conclusions drawn from the study (Privitera, 2020). Procedures followed to
defend the credibility of the study included data triangulation utilizing Zoom interview
recordings, interview transcripts, and interview notes; research member checks to
compare conclusions; and data saturation of emerging codes (Archibald et al., 2019;
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Creswell & Poth, 2018; Privitera, 2020; van Manen, 2014). Transferability refers to the
external validity of the data collected and the extent to which it can be generalized
outside of the qualitative interview participants. To ensure the potential for the data
collected to remain transferable, the research team: a) described participants and the
setting in which interviews were conducted, b) explained the process for contacting and
interacting with participants, and c) represented a diverse population of perspectives
related to the phenomenon being studied. Dependability refers to the consistency in
which the study was conducted, being held to rigorous standards throughout (Archibald
et al., 2019; Creswell & Poth, 2018; Privitera, 2020; van Manen, 2014). Dependability
was maintained through the data triangulation process (Archibald et al., 2019; Creswell &
Poth, 2018; Privitera, 2020; van Manen, 2014). Confirmability refers to objectivity of the
findings and the ability to interpret the narratives of experiences of participants to
determine the essence of the phenomena instead of the researcher’s bias (Creswell &
Poth, 2018; Privitera, 2020; van Manen, 2014). A reflexivity statement describes the
research team's previous understanding of the phenomenon being studied and the
relationship that the research team had with current SBAE teachers in Florida, Georgia,
and South Carolina (Creswell & Poth, 2018; Privitera, 2020; Saldana, 2021).

Delphi Method
The Delphi method was utilized in this study to gain insight from our expert
SBAE supporters to reach consensus of items providing the research team with
descriptive data (Dalkey,1969). “In general, the Delphi procedures have three features:
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(1) anonymity, (2) controlled feedback, and (3) statistical group response” (Dalkey, et al.,
1972, pp. 20-21).
To address research questions two and three, a Delphi method approach was
utilized to determine the needs of in-service SBAE teachers and identify the current
support structures available as perceived by expert SBAE teacher supporters. The panel
of experts were a combination of post-secondary agricultural education faculty who
prepare pre-service SBAE teachers and support current SBAE teachers, State and
regional FFA level support staff (i.e., recruitment and retention specialists, agricultural
education curriculum specialists), State and district level CTE supervisors and State level
Department of Education (DOE) representatives for agricultural education. Since their
professional roles revolve around the preparation and support of SBAE teachers, they
were deemed to be experts on the subject.
Therefore, a census approach was implemented to invite all expert SBAE teacher
supporters (N=71) to share their valuable insights and perspectives from Florida,
Georgia, and South Carolina. Choosing quality expert panelists is an essential aspect to
ensure the success of the Delphi method approach (Dalkey, 1969). The identified experts
were invited by email to participate in the three-round study (Dillman et al., 2014). An
email frame of these (N=71) experts was developed utilizing previously available public
emails (Dillman et al., 2014).
A Delphi that has more than 13 respondents per round has a reliability of .80 at
least making it essential to reduce the expert panelist attrition rate to maintain research
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integrity (Dalkey, 1969). Therefore, this study aimed to have a minimum of 13
participants per round. Qualtrics was utilized for survey instrument delivery and data
collection for all three rounds, the instruments were developed to be accessible for the
computer or mobile devices per the recommendations of Dillman et al. (2014). Also,
Dillman et al. (2014), following the suggested three follow-up emails before closing each
round of the study, which was implemented in all three rounds.
Round one consisted of two open-ended questions being distributed to the expert
panel, What do you perceive the current needs of school-based agricultural education
teachers to be considering their role within a complete program (i.e.,
Classroom/Laboratory Instruction, FFA Advisement, and SAE Supervision)? and What
supports systems are currently in place to help meet those identified needs? The goal of
Round one was to gain the perspective of the expert SBAE supports on SBAE teacher
needs and supports. The identified needs were analyzed utilizing the constant
comparative method (Creswell & Poth, 2018) and redistributed to the panelists in Round
two. This method allowed the researcher to use the panelists voices from the open-ended
responses to develop a list of items for Round two. Items were distributed in Round two
were to be ranked on a 4-point Likert scale of agreement: 1 = Strongly Disagree: 2 =
Disagree; 3 = Agree; 4 = Strongly Agree. The research team established an a priori
consensus rating, including a mean score of 3.0 or higher and 100% agreement by the
panel of experts. Items not meeting consensus in Round Two were redistributed in Round
three. Round three sought to achieve consensus for any remaining items, utilizing a
dichotomous scale of agreement: Agree or Disagree, with consensus being reached by an
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85% agreement level. Additionally, experts were asked to provide rationale or
clarifications for any items that they did not agree with (Hsu & Sanford, 2007). Any
items not reaching the 85% level of agreement were removed from the final list of items
(Custer et al., 1999).
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CHAPTER FOUR
EXPLORING THE SELF-PERCEIVED NEEDS OF SBAE TEACHERS:
A PHENOMENOLOGICAL STUDY
INTRODUCTION
Teacher attrition has been a significant and documented issue facing education on
a national scale since the 1970s, with 25% of individuals certified to teach never entering
the classroom, and 33% of new teachers not remaining in the profession past year three
(Charters 1970; Croasmun et al., 1999; Mark & Anderson, 1978; Murnane, 1981). This
phenomenon, while well documented with over 25,000 scholarly investigations, is still a
significant problem within education today, impacting the number of individuals who are
willing to join the career field (Nguyen & Springer, 2019; Camera, 2019).
Leading causes for teacher attrition, historically and current, have many consistent
themes relating to educational policies, professional pay, respect for the profession, and
the need for professional development opportunities (Camera, 2019; Croasmun et al.,
1999; Maxouris & Zdanowicz, 2022; Nguyen & Springer, 2019). Thus, this phenomenon
is consistent, complex, and tragically impacts the future of education in the United States
(Camera, 2019; Croasmun et al., 1999; Maxouris & Zdanowicz, 2022; Nguyen &
Springer, 2019). According to Nguyen & Springer (2019), teacher satisfaction plays a
significant role in their decision to remain in the profession. Perhaps by addressing
teachers’ attitudes, beliefs, and perspectives, we can gain a different lens to view this
phenomenon to create change within the profession.
The teacher attrition phenomenon isn’t limited to traditional content areas but has an
increased rate of attrition in specialized content areas like special education, science,
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technology, engineering, and math (STEM), and agricultural education due to the
increase in job responsibilities (Nguyen & Springer, 2019; Phipps et al., 2008). Within
school-based agricultural education (SBAE), teacher shortages have been documented
since 1917 with the passing of the Smith-Hughes Act, which created secondary
agricultural education in schools and has persisted (Eck & Edwards, 2019).
The workload and stress associated with SBAE teachers’ increased job
responsibilities for complete agricultural education program management were further
exacerbated by the Covid-19 pandemics' convoluted and constantly changing policies
(DiBenedetto et al., 2018; OECD, 2021; Phipps et al., 2008; Shoulders et al., 2021). This
amplified the social, emotional, and mental stress and anxiety seen as a global mental
health crisis (OECD, 2021). This crisis led to the overburdening of SBAE teachers'
ability to cope with stressors, demonstrating the need for research to gain perspectives on
in-service SBAE teachers’ needs (Shoulders, 2021). Focused on identifying 21st century
program needs to provide support and resources to mitigate the overwhelming stress,
improve retention, and recruitment of in-service and pre-service SBAE teachers.
Need for the Study
Research on the needs of SBAE teachers has been conducted since 1983, which
has shown that teacher needs to remain consistent over the 32-year period, including FFA
program management, developing public relations, supervised agricultural experience
(SAE) development/supervision, computer technology, and managing student behavior
(DiBenedetto et al., 2018; Layfield, 2002). Research within the agricultural education
profession has focused extensively on work-life balance, job satisfaction, and program
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needs due to the overwhelming amount of work, dedication, and mental, physical, and
emotional stress that comes from managing a successful program (DiBenedetto et al.,
2018; Doss et al., 2022; Phipps et al., 2008; Shoulders et al., 2021). Doss et al. (2022)
found that SBAE teacher burnout significantly influences job satisfaction.
Comparatively, SBAE teachers shared that relationships had the most significant positive
impact on job satisfaction (Doss et al., 2022). Establishing the concept that relationships
and balanced life (i.e., work-life balance) are an integral component of being an effective
SBAE teacher, along with the development of career-specific human capital (Doss et al.,
2022; Eck et al., 2020).
While both historical reviews have an overlap of themes between SBAE teacher
needs and job satisfaction factors, neither truly provides the depth needed for proactive
solutions that could improve SBAE teacher needs or satisfaction. However, both make
recommendations to explore further and develop teacher preparation and professional
development to address these reoccurring issues (DiBenedetto et al., 2018; Doss et al.,
2022). This task is elusive because a “one size fits all” approach to career-specific human
capital development through training, workshop, or in-service will be ineffective to meet
the needs of all SBAE teachers (Klassen & Chiu, 2010). But we currently lack the depth
of understanding of the 21st century program needs necessary to provide actionable
change required to provide SBAE teachers with the resources, content, curriculum, and
social and professional development needed to empower and support them in their
practice. Therefore, identifying teachers’ needs on a human level from their lived

41

experiences is essential to support SBAE teachers further and potentially offset the
ongoing teacher attrition concerns.
Purpose of the Study
The purpose of this study was to identify the current needs of SBAE teachers in
Florida, Georgia, and South Carolina. The overarching research objective was to explore
the self-perceived needs of in-service SBAE teachers.
Theoretical/Conceptual Framework
Maslow’s Hierarchy of Needs from the Theory of Human Motivation (1943)
operationalized the evaluation of SBAE teacher needs for this study. Maslow (1943)
developed a hierarchy of human needs arranged by prepotency, which are defined as
basic human needs, including physiological, safety, love, esteem, and self-actualization.
Individuals are driven to achieve self-actualization but must first meet sequential needs
(Maslow, 1943).
Maslow’s hierarchy has been applied to a multitude of different disciplines since
its introduction (Maslow, 1943), including farming, financial planning and religion,
student retention, and teachers’ needs (Anburaj Balraj, 2017; Cheng & Qi, 2015; Fisher
& Crawford, 2020; Fisher & Royster, 2016; Lee & Hanna, 2015; Weller, 1982).
“Maslow’s hierarchy to support the needs of teachers,” by Fisher and Royster (2016),
maintained the categories of the original hierarchy but aligned the titles of each category
to better represent the needs of the K-12 education discipline as represented in Figure 8.
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Fisher and Royster’s (2016) model renamed physiological to subsistence to specify the
individual needs physical survival needs within the education discipline and align it with
the need for rest, pedagogy, and professional development (See Figure 8). Similarly,
safety was renamed security and aligned with teachers need to care for themselves first
and job security in the form of time for grading, higher income, benefits, and retirement
(Fisher and Royster, 2016; See Figure 8). Love was renamed association and aligned with
an individual's need for social interaction including family, friends, and social groups
(Fisher and Royster, 2016; See Figure 8). Esteem was renamed respect aligning with the
need to be respected in and have respect for the educational profession (Fisher and
Royster, 2016; See Figure 8). Lastly, self-actualization remained the same representing
an individual’s ability to be successful and met their own needs (Fisher and Royster,
2016; See Figure 8).
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Figure 8
Maslow’s (1943) Hierarchy of Needs compared to Maslow’s Hierarchy for Teachers
(Fisher & Royster, 2016)

The personal growth needed to ascend within Maslow’s Hierarchy of Teachers
(2016), would require the development of essential skills, resources, social networks, and
knowledge. This development of personal and professional traits is known as human
capital, and the developmental needs will differ based on the career field, education, and
previous experiences of the individual (Heckman, 2000; Shultz, 1971; Smith, 2010). The
Three-Component Model of Agricultural Education (FFA, 2022; see figure 2) develops
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the human capital of students engaged in SBAE programs by providing exposure,
experience, and hands-on practice in agricultural content through classroom instruction,
career development, and leadership opportunities (Eck et al., 2019; FFA, 2022; Smylie,
1996).
The Effective Teaching Model for SBAE Teachers (Eck et al., 2019), represents
the needed skills and attributes to be an effective SBAE teacher, comprised of effective
SBAE teacher characteristics; and personal/professional factors. Eck et al. (2019)
identified six essential components for SBAE teachers to develop their career-specific
human capital related to the skills, education, training, and experiences that increase their
career readiness (Eck et al., 2020; Smylie, 1996). The essential components include; 1)
intracurricular engagement which incorporates the three-component model for schoolbased agricultural education and management of a complete program; 2) personal
disposition refers to leadership characteristics of the individual, including hard-working,
integrity, honesty, dependability, responsible and trustworthy; 3) appreciation for
diversity and inclusion demonstrated by valuing, respecting, and caring about all students
within the SBAE classroom; 4) pedagogical preparedness having the teaching and
classroom management skills; 5) work-life balance representing the ability to balance
work and life obligations and maintaining healthy boundaries; 6) professionalism defined
as showing empathy and patience (Eck et al., 2019; 2020). The personal and professional
factors depicted within the Effective Teaching Model for SBAE Teachers (Eck et al.,
2019) can impact the career-specific human capital development of an individual based
on years of career experience, the pathway of teacher certification, and SBAE program
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size, all of which can influence their experience, knowledge, perception, and job
satisfaction.
To better demonstrate the relationship between the Three-Component Model for
Agricultural Education (FFA, 2022), Maslow’s Hierarchy for Teachers (Fisher &
Royster, 2016), and The Effective Teaching Model for SBAE Teachers (Eck et al., 2019),
a conceptual model was developed as a lens to better assess the needs of SBAE teachers
(see figure 9).
Figure 9
Conceptual Model of Support for School-Based Agricultural Education Teachers
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The Conceptual Model of Support for School-Based Agricultural Education
Teachers utilizes The Three-Component Model for Agricultural Education (FFA, 2022)
as the base of the pyramid due to the interdependency of the Classroom, FFA, and SAE
components and the number of the overlapping roles of SBAE teachers. Human capital
development takes place in each of the Classroom, FFA, and SAE components based on
the needs of the individual SBAE teacher, taking into account their teaching effectiveness
along with their personal and professional characteristics demonstrated by The Effective
Teaching Model for SBAE Teachers (Eck et al., 2019). As SBAE teachers develop their
human capital in each of the components (i.e., Classroom, FFA, SAE), they ascend to
higher levels of Maslow’s Hierarchy for Teachers (Fisher & Royster, 2016), which
further develops career-specific human capital and reduce the challenges contributing to
SBAE teacher attrition (Doss et al., 2022; Eck et al., 2019; Fisher & Royster, 2016; FFA,
2022).
METHODOLOGY
To address the research questions, a qualitative hermeneutic phenomenological
approach was developed to gain the essence of the lived experiences of SBAE teachers.
For the purpose of this study, a census population of in-service SBAE teachers (N=1205)
in three southeastern states (i.e., Florida, Georgia, and South Carolina) were invited to
participate (Creswell & Poth, 2018; Privitera, 2020). A complete email frame developed
the study population, utilizing existing frames and state listservs. An initial personalized
email and three contact points were used to invite SBAE teachers (N=1205) to participate
in the interview process and share their experiences (Dillman et al., 2014).
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Teachers were invited to participate by utilizing previously existing public emails
from each state’s FFA websites to create an email frame (Dillman et al., 2014). All SBAE
teachers in Florida, Georgia, and South Carolina (N=1205) had an equal opportunity to
participate (van Manen, 2014). An initial personalized email and three contact points
were used to invite SBAE teachers to schedule and participate in the qualitative
interviews (Dillman et al., 2014). Interviews were scheduled until saturation of themes
were reached, which was achieved in 15 interviews (Creswell & Poth, 2018; Saldana,
2021). Zoom was utilized to facilitate interviews with SBAE teachers in Florida, Georgia,
and South Carolina between November 1st and December 15th of 2021 (Archibald et al.,
2019; Creswell & Poth, 2018; Saldana, 2021).
Participants represented a range of personal and professional characteristics,
including gender, years of teaching experience, and teaching site situations in middle
school, high school, career center, and exceptional center locations. All participants were
involved in the phenomena of teaching SBAE (van Manen, 2014). Of the 15 SBAE
teacher participants, four were male, nine taught middle school, and six of the
participants taught in different high school situations, including traditional, career center,
and exceptional centers (See table 2). Additionally, an even divide of five early career,
five mid-career, and five late-career SBAE teachers participated in the interview process.
While this population doesn’t align with the current national SBAE teacher demographics
with an increased percentage of female and middle school SBAE teachers, it does
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represent the Florida, Georgia, and South Carolina demographics. Table 2 outlines the
personal and professional characteristics of the participants.
Table 2
Personal and Professional Characteristics of Participants (n = 15)
Characteristic
Gender
Male
Female

f
4
11

Years of teaching experience

Early Career (0 - 3 years)
Mid-Career (4 – 12 years)
Late Career (13 – 39 years)

5
5
5

School Site Situation

Middle School
High School – Traditional
High School – Career Center
High School – Exceptional Center

9
3
2
1

Florida
Georgia
South Carolina

State

7
5
3

Interview Protocol
The following interview protocol was developed to gain insight into the essence
of the SBAE teaching experience regarding the feeling, beliefs, and values of programs in
Florida, Georgia, and South Carolina. To understand the phenomenon of teaching SBAE
in the twenty-first century and the depth of their program needs as we move to a postpandemic educational frame, an interview protocol (see Figure 10) was intentionally
designed to understand the struggles, successes, modifications, and motivations of SBAE
teachers in relation to their needs and how they balance their SBAE program. While the
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interview protocol was limited to nine questions, interview length ranged from thirtyeight minutes to three hours, with an average length of an hour and thirty minutes.
Interview length is attributed to the interviewer’s ability to build rapport through the
interview process because of their SBAE teaching experiences. The ability to develop
rapport allowed participants to feel safe and acknowledged as they shared their
experiences and the essence of the phenomenon (van Manen, 2014).

Figure 10
Qualitative Interview Protocol
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Reflexivity Statement
The primary interviewer served as an SBAE teacher in Florida for the past nine years and
has experienced teaching during the Covid-19 Pandemic. These nine years provided first
hand experiences of the stress, workload, and dedication needed to manage a complete
SBAE program. Response bias may be found in Florida SBAE teachers’ participation in
the interviews due to the researchers’ history of teaching agriculture in the state. The lead
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interviewer has first-hand experience teaching SBAE for the past nine years and has
experienced teaching during the onset and first year of the pandemic.
Qualitative Data Analysis
A single interviewer conducted all interviews to maintain the consistency of the
interview protocol. Open coding was utilized as a Round One coding process to allow the
emergence of codes from lived experiences to develop the essence or meaning of the
phenomenon from the qualitative interview transcripts, zoom audio recordings, and
interviewer notes (Creswell & Poth, 2018). To ensure creditability, research team
member checks were conducted to reduce interviewer bias during the coding process
(Creswell & Poth, 2018). Data were triangulated utilizing Zoom video recordings, audio
transcripts, and interviewer notes (Archibald et al., 2019; Creswell & Poth, 2018;
Privitera, 2020; Saldana, 2021).
To ensure the trustworthiness and consistency of the study, rigorous procedures
were upheld to maintain credibility, transferability, dependability, and confirmability
(Privitera, 2020; Saldana, 2021). Credibility refers to the internal validity of the data
collected, and conclusions drawn from the study (Privitera, 2020). Procedures followed to
defend the credibility of the study included data triangulation utilizing Zoom interview
recordings, interview transcripts, and interview notes; research member checks to
compare conclusions; and data saturation of emerging codes (Archibald et al., 2019;
Creswell & Poth, 2018; Privitera, 2020; van Manen, 2014). Transferability refers to the
external validity of the data collected and the extent to which it can be generalized
outside of the qualitative interview participants. To ensure the potential for the data
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collected to remain transferable, the research team: a) described participants and the
setting in which interviews were conducted, b) explained the process for contacting and
interacting with participants, and c) represented a diverse population of perspectives
related to the phenomenon being studied. Dependability refers to the consistency in
which the study was conducted, being held to rigorous standards throughout (Archibald
et al., 2019; Creswell & Poth, 2018; Privitera, 2020; van Manen, 2014). Dependability
was maintained through the data triangulation process (Archibald et al., 2019; Creswell &
Poth, 2018; Privitera, 2020; van Manen, 2014). Confirmability refers to the objectivity of
the findings and the ability to interpret the narrative of the experience of participants to
determine the essence of the phenomena instead of the researcher’s bias (Creswell &
Poth, 2018; Privitera, 2020; van Manen, 2014). A reflexivity statement describes the
research team's previous understanding of the phenomenon being studied and the
relationship that the research team had with current SBAE teachers in Florida, Georgia,
and South Carolina (Creswell & Poth, 2018; Privitera, 2020; Saldana, 2021).
FINDINGS
The analysis led to the emergence of four overarching themes during the coding
process: (1) Health and Wellness of SBAE Teachers, Students, and Communities; (2)
Support Structures for SBAE Teachers; (3) Student Human Capital Development; and (4)
Resources for SBAE Teacher Success. Within the four overarching themes, 13 categories
emerged through the coding process (See table 3).

Table 3
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Qualitative Themes and Categories
Theme

Categories

Health and Wellness of SBAE Teachers,
Students, and Communities

Health
Covid –19 Policy
Social/ Emotional Wellness
Stress

Support Structures for SBAE Teachers

Support – Administration/ School
District/ Families/ Stakeholders
Time
Appreciation/ Respect
Teacher Motivation

Student Human Capital Development

Student Growth – FFA/ CDE/ SAE
Leadership
Communication
Academic Progress
Student Motivation

Resources for SBAE Teacher Success

Vision – Framework/ Implementation
Plan/ Instructional Path
Content – Curriculum/ Professional
Development/ Technology

The first theme, Health and Wellness of SBAE teachers, students, and
communities, focused on factors that impacted an individual’s and communities’ quality
of life as influenced by health, social-emotional wellness, and stress factors. Teachers
overarchingly felt this year had been the toughest yet, demonstrated by participants’
responses: “By far my hardest year in the classroom,” and “I do think I am just
emotionally fatigued from the past couple of years.”
Adding to the pressures, Covid–19 pandemic policies continued to impact SBAE
teachers, students, programs, and the community during the 2021-2022 school year.
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School districts’ regulations still impacted student opportunities, as one teacher reported,
“it’s all really hard” and “FFA was really difficult because it was so wishy-washy.”
While another participant added, “we went back and forth a lot from in-person to virtual
schedules and it’s so inconsistent that FFA was almost impossible”. The pandemics’
significant rippling effect continues to exacerbate educational practices forcing the
reevaluation of policies, supports, and the priorities of schools, teachers, students, and
communities based on their perceived value. One participant reported that “this is the first
year I ever worked in ag without a paraprofessional with a larger class size…and floating
to students.”
Early-career teachers who started teaching at the height of the pandemic stated: “I
was very intentionally focused and build a name for my program without having to do all
the real stuff. You know, it’s really hard, it’s really hard. It’s fun right.” Early-career
teachers are overwhelmed with the amount of work required to manage a complete SBAE
program and recall starting during the Covid-19 pandemic as “I was thriving last year and
this year it’s very hard, everything was virtual. I didn’t have to fill out a single field trip
form or any of that mess.” Whereas, established mid to late- career teachers expressed
anxiety, stress, and overwhelming emotional stress related to not being able to support
their students and manage their program as seen here in the following participants’
statement: “we lost the relationship, and it’s terrible.” With all feeling like they are
unable to provide the students with opportunities: “So that’s been the most challenging to
me because that’s like something you don’t see coming… you can’t plan for it, just pray
about it.”
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Specifically, teachers expressed concerns for students suffering from the current
emotional and mental health crisis, where they had “to check in on kids’ basic needs.”
Furthermore, “We contacted kids to see how they really were. Do you need food? Are
you safe? They needed someone to care.” Despite the effort of teachers to build
relationships while juggling pandemic policies, participants reported significant signs of
an emotional and mental health crisis. “The effort is gone, like something is wrong, this
year with them like mentally they’re not okay.” While another explained, “I have a bunch
that are dealing with depression, right now, I know kids are feeling it and I see it in their
effort.” A majority of participants reported that their schools had incidences of self-harm
and suicide. “We have had a lot of incidents this year, in the anxiety kids are having
coming back to school. We have had more attempts and a loss.” Overarchingly, school no
longer felt like a safe place for students suffering emotionally and mentally with anxiety
or depression. “Their [students] emotional cup is full… any sort of conflict, small
conflict, that normally they could just roll with… they just can’t. They cannot this year.”
All of this has led to teachers’ struggling to cope with stress, reporting “I can’t get
all of these kids caught up. I have way too many and that weight is heavy. No way I can
get everybody caught up.” “The stress of trying to monitor messages in different ways,
like that was way too much stress.” This leads to teachers feeling overextended “This
year we’re doing so much we are stretched so thin.” While another expressed “I was
feeling overwhelmed earlier in the year. Honestly, this whole year it’s been
overwhelming.” Participants expressed the need to cope with stress: “… as a result, my
mental wellbeing declined.” “I had to get away from the computer.” Tactics used to cope
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with stress ranged from healthy outlets like: “I shut the computer down, turned off my
cell phone and I went and ran.” “I went home at four. I was in the best shape of my life. I
worked out every day.” Whereas other participants shared: “I just, I just need to
meltdown.” “I really struggled, obviously, like do the normal go home and cry. I was
going to cry it out and then figure it out.” While others still turned to self-medication and
avoidance to cope with the overwhelming stress and anxiety. “Sometimes you just want
to quit your job.”
I “stress about maintaining program standards, because when you’re taking away
contest, state convention, and summer leadership camp. How can I make everything
happen for students?” Explaining that maintaining classroom and program standards is a
current struggle “… like personal life, I can’t figure that part out yet and so I don’t know.
I’m planning a wedding, … like normal teachers' stuff and I’m trying to figure out a
normal balance.” To the point that SBAE teachers are planning their family life around
their students and program needs “I had a short window to get married between livestock
shows and FFA.” With another participant admitting “I’m struggling to keep boundaries
from home life and work, and it crosses a lot. It’s stressful and led to my spouse saying I
shouldn’t be crying about a job.”
Even with this visible struggle between work-life balance, the heart of an SBAE
teacher is apparent as participants discussed their drive to provide students opportunities.
“So now their FFA experience is not as good as it could have been and that weighs heavy
on my heart.” While another elaborates “trying to be a safe place, but also making sure
they’re engaged. So. Yeah, that’s been hard.” To the extent of making life choices with
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students in mind: “… we have a lot of transportation issues. I have a van simply because I
want to be able to transport as many as possible for FFA and community activities.” This
internal conflict between teachers' well-being and their heart for their programs is rooted
deeply in the need to provide opportunities, build relationships, and develop students’
potential, as “Students just need someone to care. They don’t care what you know until
they know that you care.”
The theme Support for SBAE teachers depicted the need for support to function
within the classroom and be successful in FFA and SAE. Although schools typically have
support structures (i.e., admin, guidance counselors, resources officers, and social
workers) in place, SBAE teachers reported that these “departments” always seem to be
unavailable. “…they are just as overwhelmed as we are” and “our school is understaffed,
and district policies keep changing.” Other participants agree, adding “we don’t have
enough subs and who wants to be a para[professional] for 15 dollars an hour.” While
some participants had many support departments offered, such as “…guidance
department, social worker, we have a psychiatrist, mostly due to suicide issues…” but
“Our guidance department always seems to be not available.”
Teachers fell into one of two camps related to support, those who felt supported
and respected and those who felt underappreciated with a lack of support. One participant
explained the benefit of “a wellness room with counselors and admin always available”
and how it provides a “safe place for students.” Others describe the investment that has
been made using “data-driven decisions to support students’ needs … academic and
social-emotional needs.” With an emphasis being placed on developing “a positive and
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inclusive culture” that includes “parents, students, teachers, and stakeholders” to make
the best choices for students. Participants that aligned with this camp were “close with
the administration” and felt “respected and appreciated for what [they] do for the school.”
Some schools offer teachers and staff wellness rooms that include “massage chairs,
snacks and drinks” and have invested in teacher social-emotional wellness by offering
department social activities like the “art department hosted painting and CTE hosted
cornhole and BBQ.” Such activities created a positive atmosphere and culture even when
participants were faced with overwhelming and stressful circumstances.
Unfortunately, more teachers felt a lack of appreciation and support, as some
explained they were not receiving the same support as core courses: “the training and
resources that academics are constantly getting… could be used in our classroom.”
Others expressed similar sentiments of “…we’re not recognized”, “we’re kind of stuck.”
and “as electives, we are thrown to the wolves.” Leading to the perceived value of the
program “the attitude of a particular guidance counselor influences how they see the
value of the career center training,” causing teachers to be resentful of unfair program
expectations. “They want me to maintain school grounds without a para[professional]
while floating to different classrooms and maintain my land lab.” Another recalled, “they
have overfilled my classroom. I don’t have enough desks, but they want them to earn an
industry certification.” The lack of administrative support in managing student behaviors
has created dangerous working conditions: “by far the kids are out of control. We have
four to five fights every single day.” Participants reported that they and their coworkers
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have been injured by students. Participants working in these under-supported schools
continue to feel overwhelmed and disrespected.
Overarchingly, time was the single-most limiting factor related to support as
“there is never enough.” This includes “losing planning period multiply times a week” to
work coverage for teachers who were out sick. With no additional prep time, “department
meetings on the latest Covid protocols” and “All of these meetings, duties, and class
coverage [which] takes away my time to provide opportunities for students.” The loss of
time and support led many participants to question: “Is it time to quit teaching. Is it time
to get out?”
SBAE Teachers’ primary role is to develop human capital within their students
through classroom/laboratory instruction, FFA, and SAE. This development takes place
in all three components, not just within the FFA component, but participants found the
lack of extracurriculars and changing pandemic policies made it challenging to engage in
meaningful development of skills and maintain motivation. “To me, as far as a setback, I
believe, so firmly in the value of FFA and leadership and I think we have lost so much of
that.” Another participant adds: “officers basically get to conduct a face-to-face and that
was limited.” Participants feel the need to refocus their programs to meet students’
current needs. “Honestly, I guess, go back to the motto and I feel like I need to finish out
and focus more. My time with them needs to be more hands-on.”
As participants reflected on the State FFA Association’s support provided mixed
reviews. While some participants appreciated the redirection to virtual CDEs and
leadership training: “it was very hard to get kids to participate in FFA event. FFA tried to
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get these kids involved still by doing everything virtually.” Others expressed concern:
“FFA has not gone back to what it was before Covid. So, they’re trying to keep
everything digital. My kids are good test takers but that’s not the point of FFA.” With all
expressing the need to get students engaged: “Getting students to buy in …that social
aspect, that’s so important, that’s one of the biggest parts of FFA. It’s hard to build
leadership when you’re on a screen.” A common concern is the lack of opportunities for
all members and advisors. “[Leadership events] filled up before we could register, and
teacher professional development was canceled due to lack of participation.”
Communication is a critical factor in participants’ feeling supported and valued
by schools, students, and parents. “…different ways of communication with parents” like
“Google classroom”, “Instagram”, “emails”, and “social media.” These are all different
communication tools that helped to build relationships and support students. “Teacherstudent communication is important to check in and know they are okay.” Participants
agreed that communication increased their public relations has increased their program
support. While others see the value but are struggling to make connections: “Honestly,
communicating with students about events and I’m still figuring that out… how am I
supposed to make parent connections.” The importance of communication with the
administration was also considered a factor for program support. “It’s just more hoops
and from an administrative level, it’s just concerning and stressful.” Explaining the
weight of changing pandemic policies on the administration. “…step up communication
with administration…there are many challenges. My admin is all new and they didn’t
know what to do with me. I had to explain a successful ag program.”
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Students are academically behind “some as much as 3 years from where they
should be academically and mature wise.” This often causes teachers to have to “rethink
the level of expectation.” Coupled with the lack of support from school administration for
grading: “makes it a struggle getting them back into a swing because they got so used to
doing nothing…” Making teaching “harder to keep their attention” because districts have
made “allowances” and it’s a “struggle to get students to understand they were being held
accountable now.” Participants emphasized the importance of making content “real
world,” “hands-on” and “not boring” to keep students engaged and actively participating
in courses.
Motivation impacts teachers' ability to develop students’ human capital across the
three-component model for SBAE, while participants teaching at the high school level
shared that students are “withdrawn,” “unable to be motivated,” and have “realigned their
priorities.” Whereas middle school participants expressed their students are “excited to be
involved” and “looking for opportunities.” For all participants “engaging students” in
“community service”, “leadership events”, “FFA” and “SAE projects” were essential for
developing students' human capital. “I have focused heavily on FFA because I think they
need it now.”
SBAE teacher participants reported a consistent need for resources (i.e.,
curriculum, content, frameworks, and project outlines), as teachers who felt successful
had a positive growth mindset and a vision for implantation, a “plan,” “structure,” “ideas
for improvement” or “goal” to support student learning. As participants discussed their
visions, they used sentiments like “having to adapt to make things more fluid,”
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“something that’s realistic,” and “cutting edge of innovation.” Participants have
embraced the opportunity to “adapt,” “transition,” and “better build content and program
activities.” Participants with a plan had a higher level of self-efficacy with implementing
SAE projects with success during the pandemic and now, “My biggest modification came
in was I took what kids were going in their life and what works for them to make their
SAE projects…,” “they were doing something productive and agricultural-related” and
“kept them engaged … and managing their SAE.” Participants described the value of
students having a project that is individualized instead of just assigned. “They have really
bought into the idea of having something that’s their own project, they’ve been wanting
something to be proud of.”
Although resources were often discussed, the “need for training/ support” on how
to use & implement technology was reoccurring. When late-career teachers discussed
trying to flip curriculum to work in different modalities they reported: “It got
overwhelming really quick.” Participants expressed a need for more training, preparation
time, and user-friendly resources to flip instruction. “Yeah, we learned some lessons on
making quality digitally delivered instruction.” Whereas other participants who had
adopted a learning management system like “Google Classroom,” “Schoology” or
“Canvas” prior to the pandemic were better prepared to adapt instruction. Regardless of
the preparedness of the district, all participants expressed having complications out of
their control like: “internet connectivity,” “lack of hotspots,” “lack of student technology
access,” and “utilizing a multitude of platforms,” compounding communication and
connection issues for students and teachers.
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Additionally, teachers asked for content specific to Agriculture, Food, and Natural
Resource (AFNR) pathway standards and training to better meet students’ socialemotional needs. “I see growth in myself, embracing change and updating lesson plans. If
I’m bored, they’re bored, so I am switching it up to find new things and new resources.”
Echoed by another saying: “It’s all about Beekeeping, virtual field trip …great resource
but the timeframe offered didn’t work. Making videos available would be helpful.”
Content resources and framework discussed included: “ICEV,” “One Less Thing,” and
“AET.” Participants explained that having premade content like ICEV was helpful but
they “didn’t rely on it as much as others, but prepackage deals don’t fully meet mine or
my students’ needs.” Many expressed that they utilized industry certifications and AET
as tools to drive the direction and purpose of their instruction. “We have adapted our land
lab to reflect practices we are teaching for industry certification and sharing it on
Instagram.”
Although participants are moving to post-pandemic policies and are seeing a
decline in the need to develop hybrid content many have reported that technology
integrations used during the hybrid height of pandemic will continue to be utilized in
their classrooms. “All of my assignment submissions will stay paperless.” Another
sharing: “I have invested a lot of time to develop videos… safety stories I have told for
years are now broken into small sections.” This idea of a “digital learn platform” makes
the “classroom easier to manage” but also caused stress about providing “high-quality
instruction” to meet students’ needs.
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Conclusions
The purpose of this study was to identify the current self-perceived needs of
SBAE teachers in Florida, Georgia, and South Carolina. Findings from the qualitative
interviews display the depth of teachers’ urgent need for critical support structures. While
some surface-level support structures are currently in place for teachers in the represented
states, the consistency and useability does not appear to meet the depth of current needs
according to the overarching themes: Health and Wellness, Support Structures, Student
Human Capital Development, and Resources for Success in comparison to Maslow’s
Hierarchy for Teacher Needs (Fisher & Royster, 2016) and the Effective Teaching Model
for SBAE (Eck et al., 2020).
SBAE teachers have basic mental, physical, and emotional wellness needs that
impact their program and work-life balance. Struggle and stress being the most used
wording throughout participant interviews demonstrate the challenge of achieving worklife balance. Stress and anxiety were found to be major factors complicating SBAE
teachers’ ability to cope with stress which aligns with previous research from Doss et al
and Shoulders et al. Teachers agree that this post-pandemic year they continued to
struggle with stress, overwhelming anxiety, and emotional fatigue, early-career teachers
still feel the extreme pressure of trying to establish and maintain a complete program,
whereas mid to late-career teachers were relieved to return to some version of normal.
This could be attributed to career phases, but may indicate that teachers who started
during the pandemic need additional support to retain them within the profession (Traini
et al., 2020).
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The self-afflicted, high expectations SBAE teachers have for themselves, and
their programs are a product of the heart they have for their students and communities
and are powered by their determination to provide student opportunities. Cultivating
relationships with students, developing student human capital, and providing mentorship
are aspects that SBAE teachers take pride in and identify as. Much to the detriment of
SBAE teachers’ emotional and mental status due to its connection to their self-perceived
value and worth. The importance of relationships is supported by Doss et al. (2022),
which found that relationships with students seemed to improve job satisfaction for
SBAE teachers, but the findings suggest that while it may be a major factor in why SBAE
teachers stay in the profession it doesn’t mean that support in this area is not essential for
program success. Potentially aligning with teachers' need for the association found in
relationships within the profession, school site, community, and student mentorship, as
outlined by Fisher & Royster (2016).
Coping strategies were found to range from healthy habits and outlets like
increased exercise, unplugging from technology, and social interaction, to unhealthy
habits and outlets like substance misuse, avoidance, burnout, and emotional/mental
breakdown. This suggests that SBAE teachers need support at a basic human level to
promote individual wellness, as supported by Maslow’s hierarchy of teachers (Fisher &
Royster, 2016), basic human needs must be met before individuals can ascend to higher
levels. When these essential needs are not addressed, SBAE teachers often feel stuck,
exhausted, and overwhelmed by the stress, leading them to find balance, support, and
purpose outside of the profession (Sorrenson & McKim, 2014), which was echoed
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throughout interviews. Ultimately, SBAE teachers make decisions that provide them with
safety and security, lacking because of the individual supports needed are missing.
The support needs of SBAE teachers were not limited to health and wellness but
were ever-present within school-based structures. While SBAE teachers agreed that
schools offered many departments of support, they were still found to lack the human
resources to provide relief for teachers, which is evident in their inability to get students
to support staff in times of crisis. This leads teachers to question if they are doing enough
to support students’ social/emotional needs, becoming the first line of social/emotional
support for students. Additional school-based duties, meetings, and teacher coverage
further drain teachers’ time available to prepare for any of their other roles as an SBAE
teacher (i.e., preparing for different class preps, leadership development functions, CDE
practice, or SAE visits). Meaning a school-based lack of support steals time from SBAE
teachers’ ability to further develop students’ human capital (Eck et al., 2019).
As a byproduct, SBAE teachers do not feel safe and lack confidence in what was
once a secure, protected, and valued profession (Fisher & Royster, 2016). While some
participants expressed a growth mindset to overcoming pandemic challenges, the
underlying difference was found in the value, respect, and security that they felt their
school-based support and departments provided. Providing a safe place for them to thrive
and develop a vision for their SBAE program and students allows them to ascend to
higher levels of Maslow’s hierarchy for teachers (Fisher & Royster, 2016). It appears as
we move to post-pandemic educational policies, there continues to be inconsistencies
causing confusion and unfair expectations that undermine the value and autonomy of
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teachers, their classrooms, and SBAE programs (Fisher & Royster, 2016), aligning with
SBAE teachers’ need for security within the profession. Perhaps if we addressed SBAE
teachers’ support needs within school-based support they would not struggle with
stressors, allowing them to feel valued and respected helping to develop essential careerspecific human capital (Eck et al., 2019; Fisher & Royster, 2016).
Without the development of teachers’ basic subsistent and security needs through
career-specific human capital development, they are limited, thus effectively creating a
struggle to develop students’ human capital through the three-competent model for SBAE
(Eck et al., 2019; FFA, n.d.; Fisher & Royster, 2016; King et al., 2013; Thornton et al.,
2020). The heart of an SBAE teacher is devoted to providing experiences and
opportunities through their programs for their students, but how can they be effective in
this practice if they themselves are lacking the support needed to achieve this goal?
Participants agreed that the perceived value of academics, education, and motivation to
achieve is a current struggle for students, which is further exacerbated by “wishy-washy”
school district policies leading students’ academic advancement and maturity
development to slow and fall short of grade-level expectations, which is echoed as part of
the global education crisis (OECD, 2021). Unfortunately, SBAE teachers are then in a
lose-lose situation between justifying their programs, meeting the emotional/mental needs
of students, and providing the motivation and encouragement needed to further students’
human capital development (Eck et al., 2019; FFA, n.d., King et al., 2013; Thornton et
al., 2020). Students were left wanting and instead have reprioritized their interest to what
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they perceive to be valuable (Eck et al., 2019; FFA, nd; Fisher & Royster, 2016;
Thornton et al., 2020).
SBAE teachers possess the greatest tool to restore motivation and meet
social/emotional needs, which is building relationships and rapport with students (Doss et
al., 2022; Fisher & Crawford, 2020; King et al., 2013; Terry & Briers, 2010). These
relationships are forged by providing students opportunities; evaluating their strengths,
weaknesses, and needs; and providing the appropriate encouragement to take risks and
develop new skills thus developing the student’s human capital and potential for the
future (Eck et al., 2019; FFA, n.d.; Terry & Briers, 2010). This development requires
support, facilitation of opportunities, social interaction, and engagement of students’
interests (FFA, n.d; Terry & Briers, 2010). Sadly, many participants found that these
opportunities were still limited as we move to a post-pandemic learning environment,
leaving State and National FFA Associations trying to determine best practices to support
teachers and provide opportunities for all students. Participants indicated that changes to
CDEs that are being made do not serve the original mission of providing opportunities to
develop student human capital, and instead, cater to an elite group of members who excel
at testing, leaving participants searching for opportunities that would fairly meet the
needs of their FFA members.
SBAE teachers need resources to be successful (DiBenedetto et al., 2018; Doss et
al., 2022; Eck et al., 2021; Thornton et al., 2020; Voges, 2022; Yopp et al., 2020), which
is the underlying issue within this study and evident within the three-component model.
SBAE teachers who had a vision, plan, direction, or goals had the motivation and the
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growth mindset to keep improving even at the height of the pandemic, whereas teachers
who did not have a vision found themselves overwhelmed and struggling to keep students
engaged. Historically, SAE programs have been an area in which teachers needed support
to effectively implement and manage students' programs and plans (DiBenedetto et al.,
2018; King et al., 2013), often being seen as additional paperwork and stress for the
SBAE teacher (Doss et al., 2022). Unique to this study, SAE was an aspect in which
implementation was found to be a success or failure depending on teachers plan and
ability to adapt the practice to different learning modalities. Teachers who had a plan for
SAE expressed great success and reported an increase in engagement and motivation,
allowing students to become excited about learning again, as opposed to those without a
plan whose students have shifted their priorities and interests away from the SBAE
program. This demonstrates the essential need for support, content, framework, and plans
to justify the value of SBAE programs and engage students in a 21st century program.
Teachers varied within the levels of Maslow’s Hierarchy for Teachers (Fisher & Royster,
2016), especially when considering the individual components of the three-component
model for SBAE. Perhaps the three-component model becomes unbalanced across
programs due to the level of support and SBAE teacher human capital needs related to
each component, as teachers cannot develop the human capital in students that they
themselves do not possess. Could it be that the needs identified with this study justify an
SBAE support model that is human-focused? Perhaps the conceptual model of support
for SBAE teachers should be used as a proactive approach to teacher support, success,
and well-being.
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Traini et al., (2020) refers to early-career teachers as being driven into a
success trap which is exacerbated by this phase of their career also being a time of silence
which compounds their work stress and isolates them from the profession. Perhaps this
phenomenon is related to lack of security and association within the Conceptual Model of
SBAE Teacher Support, leading them to establish unhealthy boundaries due to the drive
to prove their worth.

Recommendations
It is recommended that leaders in the profession help teachers establish healthy
boundaries to maintain work-life balance and reduce stress and anxiety. Therefore, it will
take someone who understands the heart of an ag teacher to be able to implement this
idea of work-life balance. Self-care talk alone will continue to not address the root of the
issue as teachers search for balance and coping strategies. Perhaps SBAE at large should
redefine what healthy relationships between work and personal life look like. To address
these needs, state and district level support should develop professional learning networks
to meet teachers' social needs while providing safe and accessible space (i.e.,
virtual/social media) for discussing career-specific concerns. Additionally, teacher
preparation faculty should provide early career and preservice teachers with essential
skills and coping strategies to navigate and establish healthy career boundaries, focusing
on awareness of the stressors that exist within the profession.
Continued curriculum, teaching methods, and technology training should be
considered for mid to late career SBAE teachers to meet their in-service needs (Eck et al.,
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2021; Thornton et al., 2020; Voges et al., 2020; Yopp et al., 2020). While research
supports that SBAE teachers in their first three years have the highest attrition rates, mid
to late career teachers have been left without continued career specific human capital
development needed to meet the needs of the students within 21st century programs.
SBAE faculty and state level supporters should consider the individual needs of teachers
when planning professional development for SBAE teachers at all career phases, as the
“one size fits all” approach seems to have limited effectiveness for proactively addressing
and supporting SBAE teacher needs (King et al., 2013; Klassen & Chiu, 2010).
Additional recommendations include providing justification of SBAE program
value and a vision for effective programs and their potential for developing student
human capital to school districts, CTE supervisors. As State and District policies shift
post-pandemic, justifying SBAE programs worth is essential, and perceived value and
understanding of SBAE teachers' additional roles is critical for developing respect, value,
and support for the work of teachers. Currently, there seems to be a lack of reward for
SBAE teachers within the classroom/lab component, which could be a contributing factor
to SBAE teachers' lack of value for developing their human capital within this
component.
Recommendations for research include the validation of the Conceptual Model for
SBAE Teacher Support to see if it could be an effective lens for meeting and supporting
the human needs of teachers. This study should be replicated in other states to see if the
individual needs of SBAE teachers are similar or differ between regions based on SBAE
program expectations and support structures. Future studies should look to see if support
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needs differ by gender, ethnicity, race, and certification pathway to better meet the
individual needs of SBAE teachers.
Maslow’s hierarchy for teachers (Fisher & Royster, 2016), currently lacks the alignment
for emotional health and well-being within its current structure. Further research is
needed to understand the impact of these needs and how they impact an individual's
ability to achieve self-actualization.
Research should explore the perspectives of SBAE state, and district supporters to
evaluate if the needs identified of this study are visible and the supports are currently in
place to fill the gaps for SBAE teachers.
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CHAPTER FIVE
IDENTIFYING CURRENT SBAE TEACHER NEEDS AND THE EXISTING GAPS
IN SUPPORT
INTRODUCTION
Alarming teacher loss, troubling retention rates, and dwindling enrollment
numbers all impact the quality of education due to a lack of high-quality educators and
the lack of diversity represented in the classroom (Nguyen & Springer, 2019). According
to Chetty et al. (2014), the most significant school-based factor on student achievement is
the teacher. Therefore, preparing preservice teachers and supporting in-service teacher
needs is essential for ensuring the quality and equity of education we are providing all
students (Chetty et al., 2014; Nguyen & Springer, 2019).
The teacher attrition phenomenon isn’t limited to traditional content areas but has
an increased rate of attrition in specialized content areas like special education, science,
technology, engineering, and math (STEM), and agricultural education (Nguyen &
Springer, 2019). Within school-based agricultural Education (SBAE), teacher shortages
have been documented since 1917 with the passing of the Smith-Hughes Act that created
secondary agricultural education in schools and has persisted till today (Eck & Edwards,
2019). Part of the documented shortage relates to the pre pandemic “… 6-in-10 trend of
entrants-versus-graduates” (Eck & Edwards, 2019, p. 235). To further enhance the
concern, an increase in retirement from SBAE teachers born in the Baby Boom
generation, along with early-career teachers leaving prior to retirement is of growing
concern (Smith et al., 2018).
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SBAE teacher tasks include classroom teacher, laboratory instructor, field
instructor, motivator, disciplinarian, agriculture literacy consultant, FFA chapter advisor,
career development coach, leadership development expert, supervisor of experiential
learning, accountant, public relations, event organizer, volunteer coordinator, counselor,
professional and lifelong learner all while attempting to establish a work-life balance
(Terry & Briers, 2010). These additional components change the depth of the relationship
SBAE teachers build with students and the workload it takes to be successful as a teacher
and advisor (Terry & Briers, 2010). Doss et al. (2022) found that relationships built with
students positively impacted their intentions within the profession. All these roles build
deep relationships and positively impact the lives of students within their programs
(Terry & Briers, 2010). SBAE teachers focus on managing a complete and balanced
program, which adds to the list of responsibilities to create meaningful learning
opportunities for student growth and development (Terry & Briers, 2010).
Unfortunately, SBAE teachers still have gaps in their ability to integrate
technology and digital tools into their everyday instruction (Eck et al., 2021), which
further complicates the work-life balance and stress that teachers face by missing
purposeful professional development needed to develop their human capital (Eck et al.,
2019; Shoulders et al., 2021), especially during an ongoing pandemic. While work-life
balance and teacher stress have been heavily researched in recent decades, we do not
currently have the depth of understanding necessary to provide actionable change needed
to provide SBAE teachers with the resources, content, curriculum, and social and
professional development needed to empower and support them in their practice.
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Therefore, identifying teachers needs on a human level is essential to further support
SBAE teachers and potentially offset the ongoing teacher attrition concerns.
A historical review spanning three decades of SBAE teacher needs assessments
depicts that several needs are reoccurring including general administrative tasks, public
relations for the program, managing student behaviors, computer technology, FFA
program management, and SAE development and supervision (DiBenedetto et al., 2018).
While these are specific reoccurring needs, why are they persistent and how do they
impact current SBAE teachers' job satisfaction?
Doss et al. (2022) identified six areas of challenges that have historically
impacted SBAE teachers' self-reported job satisfaction, which included classroom
activities, SBAE program management activities, relationships with others, professional
development activities, personal factors, and miscellaneous job responsibilities. SBAE
teachers found that miscellaneous job responsibilities like the volume of paperwork, low
salaries, school regulations, workload, unsafe workspace, time management, and stress
had the most significant challenges to do their job (Doss et al., 2022). Of these
challenges, teacher burnout was the lowest performing item for positively influencing job
satisfaction, while SBAE teacher relationships had the most significant positive impact
on job satisfaction (Doss et al., 2022). Building a relationship with students in the SBAE
program was the highest performing item for positively impacting job satisfaction (Doss
et al., 2022).
While both historical reviews have an overlap of themes between SBAE teacher
needs and job satisfaction factors, neither truly provides the depth needed for proactive
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solutions that could improve SBAE teacher needs or satisfaction. However, both do make
recommendations to further explore and develop teacher preparation and professional
development to address these reoccurring issues (DiBenedetto et al., 2018; Doss et al.,
2022). This task is elusive because a “one size fits all” approach to career-specific human
capital development through training, workshops, or in-service will be ineffective to meet
the needs of all SBAE teachers (Klassen & Chiu, 2010). Considering that new SBAE
teachers are more likely to leave the classroom in the first three years, women are more
likely to leave the SBAE classroom in the first five years. Alternatively certified teachers
struggle to develop relationships and SBAE teachers' work-life balance priorities create a
demand for differentiation to meet their individual needs (King et al., 2013; Sorensen et
al., 2016; Thornton et al., 2020; Traini et al., 2021).
While research from recent years demonstrates that technical in-service needs of
teachers are still prevalent in power and structural pathways, plant science pathways,
technological integration, identifying curricula resources, modifying curriculum to meet
student accommodations, online instructional tools, instructional methods, assessing
learning in class and lab, and maintaining student motivation (Eck, 2021; Thornton et al.,
2020; Yopp et al., 2020). It is essential to consider how we effectively create an
individualized system of support for SBAE teachers to proactively reduce attrition and
meet this diverse yet specific content needs.
King et al. (2013) recommends that the continuation of teacher need research
should be utilized to guide the skill development and individual needs of SBAE teachers
through training, in-services, and professional developments are designed by DOE; state
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and regional FFA staff; and SBAE teacher educators. Each of these expert SBAE teacher
supporters serve in different aspects of the SBAE complete program but may be limited
by the phenomenon witnessed within their roles.
The early SBAE teacher educators had to prepare SBAE teachers from a variety
of pathways but started with eight major work areas: administrative, preservice training,
teaching aid preparation, in-service training, public relations, research, improving
educational procedures, and improvements for the profession (Hillison, 2010; Sutherland,
1946). Each of the eight major work areas had fifty-four specific job responsibilities for
teacher educators (Hillison, 2010; Sutherland, 1946). In 1953, Gandy expanded the scope
of work responsibilities to include FFA specialists, resident teacher educators, counseling
specialists, itinerant teacher educators, research specialists, farm mechanics specialists,
subject matter specialists, and department heads. While the research was not the foremost
priority, it is part of teacher preparation work. As such, it quickly became the third major
function of SBAE teacher preparation programs (Gandy, 1953; Hillison, 2010; Magill,
1929).
The development of standards, organizations and common goals led to the
formation of a professional organization for teacher trainers called the American
Association for Teacher Educators in Agriculture (AATEA) (Ekstrom, 1968). In 2008,
AATEA broadened its purpose, resulting in a name change to the American Association
for Agricultural Educators (AAAE), which aimed to promote, study, and apply teaching
and learning specific to agriculture. This demonstrates that from the origin of SBAE
teacher preparation, teacher educators have been advocating and making improvements
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within the profession (Gandy, 1953; Hillison, 2010; Magill, 1929; Sutherland, 1946). So,
what do current SBAE teacher educators, state DOE and state-level FFA specialists see
as the perspective needs of SBAE teachers currently, and what support roles could they
fill for the 21st century SBAE program?
The Purpose of the Study
Two research questions guided this study in order to determine the perceived
needs of SBAE teachers in Florida, Georgia, and South Carolina
1. Determine the needs of in-service SBAE teachers as perceived by expert SBAE
teacher supporters,
2. Identify the current support structures available to in-service SBAE teachers
according to expert SBAE teacher supporters.

Theoretical/ Conceptual Framework
To evaluate the perceived needs of SBAE teachers, Maslow’s Hierarchy of Needs
from the Theory of Human Motivation (1943) will be operationalized. Maslow’s
Hierarchy of Needs (1943) is a needs-based motivational theory that depicts categories
from basic survival to self-actualization of an individual. Self-actualization representing
the pinnacle of the conceptual model that can only be achieve when all subsequent
survival and basic needs are met (Maslow, 1943).
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Maslow’s hierarchy has been applied to a multitude of different disciplines and to
better meet the need of our study we will be utilizing “Maslow’s hierarchy for teacher
needs,” by Fisher and Royster (2016), aligning categories from the original hierarchy
with the teaching discipline (See figure 11).
Figure 11
Maslow’s (1943) Hierarchy of Needs compared to Maslow’s Hierarchy for Teachers
(Fisher & Royster, 2016)
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Growth is essential to reach self-actualization within Maslow’s Hierarchy of Teachers
(2016), requiring the development of knowledge, skills, resources, and social networks.
The development of professional and personal attributes is known as human capital, and
individuals will have different developmental needs based on their education, career
field, and previous experiences (Heckman, 2000; Shultz, 1971; Smith, 2010). The ThreeComponent Model of Agricultural Education (FFA, n.d.) develops the human capital of
students through participation within SBAE programs by providing career experiences,
leadership development, and student-centered learning in agricultural content (Eck et al.,
2019; FFA, 2022; Smylie, 1996) just as The Effective Teaching Model for SBAE
Teachers (Eck et al., 2019) was created to demonstrate the human capital development of
SBAE teachers. To illustrate the connections between Maslow’s Hierarchy for Teachers
(Fisher & Royster, 2016), Three-Component Model for Agricultural Education (FFA,
2022), and The Effective Teaching Model for SBAE Teachers (Eck et al., 2019), a
conceptual model was created by the research team to serve as a frame to assess SBAE
teacher’s needs.
Figure 12
Conceptual Model of Support for School-Based Agricultural Education Teachers
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The Conceptual Model of Support for School-Based Agricultural Education
Teachers is designed as a pyramid that uses The Three-Component Model for
Agricultural Education (FFA, 2022) as its base to represent the relationship between the
three components (i.e., Classroom, FFA, SAE) and the career-specific human capital
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needed to manage a complete and successful SBAE program. The individual needs of the
SBAE teacher are based on their professional and personal traits and characteristics
represented by The Effective Teaching Model for SBAE Teachers (Eck et al., 2019). As
SBAE teachers develop their career-specific human capital needed to be successful in
each component (i.e., Classroom, FFA, SAE), they rise to higher categories of Maslow’s
Hierarchy for Teachers (Fisher & Royster, 2016). Developing an individuals’ careerspecific human capital could mitigate factors contributing to SBAE teacher attrition
(Doss et al., 2022; Eck et al., 2019; Fisher & Royster, 2016; FFA, n.d.).
METHODOLOGY
To address the two research questions, a non-experimental Delphi design was
utilized. For the purpose of this study, a census population of expert SBAE teacher
supporters (N=71) in three southeastern states (i.e., Florida, Georgia, and South Carolina)
were invited to participate (Creswell & Poth, 2018; Privitera, 2020). The email frame
utilized existing state listservs to develop a complete frame for the study population. An
initial personalized email followed by three contact points were used to invite expert
SBAE teacher supporters (N=71) to participate in all three Rounds of the Delphi
(Dillman et al., 2014).
The Delphi method was utilized in this study to gain insight from our expert
SBAE supporters to identify opinions and consensus of items providing the research team
with descriptive data (Dalkey,1969). “In general, the Delphi procedures have three
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features: (1) anonymity, (2) controlled feedback, and (3) statistical group response”
(Dalkey, et al., 1972, pp. 20-21).
To address both research questions, a Delphi method approach was utilized to
determine the needs of in-service SBAE teachers and identify the current support
structures available as perceived by expert SBAE teacher supporters. The panel of
experts were a combination of post-secondary agricultural education faculty who prepare
pre-service SBAE teachers and support current SBAE teachers; State and regional FFA
level support staff (i.e., recruitment and retention specialists, agricultural education
curriculum specialists); State and district level CTE supervisors, and State level
Department of Education (DOE) representatives for agricultural education. Since their
professional roles revolve around the preparation and support of SBAE teachers, they
were deemed to be experts on the subject.
Therefore, a census approach was implemented to invite all expert SBAE teacher
supporters (N=71) to share their valuable insights and perspectives from Florida,
Georgia, and South Carolina. Choosing quality expert panelists is an essential aspect to
ensure the success of the Delphi method approach (Dalkey, 1969). The identified experts
were invited by email to participate in the three-round study (Dillman et al., 2014). An
email frame of these (N=71) experts was developed utilizing previously available public
emails (Dillman et al., 2014).
A Delphi that has more than 13 respondents per round has a reliability of .80 at
least making it essential to reduce the expert panelist attrition rate to maintain research
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integrity (Dalkey, 1969). Therefore, this study aimed to have a minimum of 13
participants per round. Qualtrics was utilized for survey instrument delivery and data
collection for all three rounds, the instruments were developed to be accessible for the
computer or mobile devices per the recommendations of Dillman et al. (2014). Also,
Dillman et al. (2014), following the suggested three follow-up emails before closing each
round of the study, which was implemented in all three rounds.
Round one consisted of two open-ended questions being distributed to the expert
panel, What do you perceive the current needs of school-based agricultural education
teachers to be considering their role within a complete program (i.e.,
Classroom/Laboratory Instruction, FFA Advisement, and SAE Supervision)? and What
supports systems are currently in place to help meet those identified needs? The goal of
Round one was to gain the perspective of the expert SBAE supports on SBAE teacher
needs and supports. The identified needs were analyzed utilizing the constant
comparative method (Creswell & Poth, 2018) and redistributed to the panelists in Round
two. This method allowed the researcher to use the panelists voices from the open-ended
responses to develop a list of items for Round two. Items were distributed in Round two
were to be ranked on a 4-point Likert scale of agreement: 1 = Strongly Disagree: 2 =
Disagree; 3 = Agree; 4 = Strongly Agree. The research team established an a priori
consensus rating, including a mean score of 3.0 or higher and 100% agreement by the
panel of experts. Items not meeting consensus in Round Two were redistributed in Round
three. Round three sought to achieve consensus for any remaining items, utilizing a
dichotomous scale of agreement: Agree or Disagree, with consensus being reached by an
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85% agreement level. Additionally, experts were asked to provide rationale or
clarifications for any items that they did not agree with (Hsu & Sanford, 2007). Any
items not reaching the 85% level of agreement were removed from the final list of items
(Custer et al., 1999).
FINDINGS
Research Question One: Determine the needs of in-service SBAE teachers as
perceived by expert SBAE teacher supporters.

Round One was designed to compile a comprehensive list of concerns currently
facing SBAE teachers in Florida, Georgia, and South Carolina. The first open-ended
response question was implemented asking experts, What do you perceive the current
needs of school-based agricultural education teachers to be, considering their role within
a complete program (i.e., Classroom/Laboratory Instruction, FFA Advisement, and SAE
Supervision)? Round One resulted in 80 statements, from the 13 experts. Responses
varied from single words, such as “Respect” and “Support” to detailed statements
including “Training on FFA integration within a complete program,” “Skills and
techniques for working with students with special needs,” and “Relevant evaluations that
reflect their complete program.” The 80 statements were evaluated by the research team
using the constant comparative method, condensing statements that were deemed to have
the same meaning as another, resulting in 44 statements.
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Those 44 statements were sent out in Round 2 to the expert panel who rated each
item on a four-point scale of agreement (i.e., 1 = Strongly Disagree; 2 = Disagree; 3 =
Agree; 4 = Strongly Agree). For a statement to achieve consensus in Round 2, an a priori
mean rating of 3.0 or higher, with 100% agreement amongst the experts was
implemented. Considering this method requires all the experts to agree or strongly agree
with an item, the researchers were confident in retaining items meeting this criterion.
Mean scores ranged from the highest of 3.9 (Purposeful professional development) to the
lowest of 2.8 (Assistance/resources for training FFA teams). The highest mean score
represents that the expert panel strongly agreed and had a 100% agreement for the item
(See table 4). The lowest mean score of 2.8 failed to meet consensus. Table 4 outlines the
results of Round 2, identifying the mean, standard deviation, and percentage of
agreement for each item.
Table 4
Round Two: Level of Agreement for Perceptions of SBAE Teacher Needs (n = 13)
Identified Need
M
SD
% Agreementa
Purposeful professional development
SAE Support
Support for teacher mental health
Access to essential resources
Community support
Parent support
Support from local school administration
Classroom/Laboratory Support
FFA Support
Emotional health support
Their planning period (i.e., not being required to cover
other classes/duties during this time)
Respect
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3.90
3.80
3.80
3.80
3.80
3.80
3.80
3.70
3.70
3.70
3.70

.316
.422
.422
.422
.422
.422
.422
.483
.483
.483
.483

100
100
100
100
100
100
100
100
100
100
100

3.70

.483

100

Relevant evaluations that reflect their complete
program
Work-life balance
Classroom management skills
Support to identify student mental health issues
Skills and techniques for working with students with
special needs
Tools to address student mental health issues
Accessibility training
Resources on FFA integration within a complete
program (i.e., Program of Activities, National
Chapter Award, Proficiency Awards)
State level support
Curriculum resources
Support for hybrid teaching (i.e., in-person, virtual,
simultaneous)
Support to aligning lab facilities to program curricula
Agricultural content knowledge
Training of "SAE for ALL" implementation
Pedagogical content knowledge
Laboratory management training
Support in providing equal opportunities to all students
Training to implement a variety of formative evaluation
techniques
Laboratory safety resources
Diversity, equity, and inclusion (DEI) training
Resources to recruit traditional and non-traditional ag
students
Resources to integrate experiential learning
opportunities for students
Clear and consistent protocols for handling COVID-19
cases
Greenhouse management skills
Agricultural mechanics skills
Training on effective Online delivery techniques
Resources to provide chapter level activities
Lesson planning training
Resources for awarding and recognizing SAEs
Resources to help students overcome various levels of
public speaking anxiety
Assistance/resource to develop FFA officer teams
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3.70

.483

100

3.70
3.70
3.60
3.60

.483
.483
.516
.516

100
100
100
100

3.50
3.50
3.50

.850
.527
.527

84.6
100
100

3.40
3.40
3.40

.516
.516
.516

100
100
100

3.40
3.40
3.40
3.40
3.40
3.40
3.30

.699
.516
.516
.516
.516
.516
.483

92.3
100
100
100
100
100
100

3.30
3.30
3.30

.675
.675
.675

92.3
92.3
92.3

3.30

.483

100

3.20

.632

92.3

3.20
3.20
3.20
3.20
3.10
3.10
2.90

.632
.632
.632
.632
.738
.738
.316

92.3
92.3
92.3
92.3
84.6
84.6
92.3

2.90

.738

76.9

Assistance/resources for training FFA teams

2.80

.632

76.9

Note. 1 = Strongly Disagree, 2 = Disagree, 3 = Agree, 4 = Strongly Agree; a = items
marked as either a 3 or a 4.
Based on the responses from Round Two, 15 of the 44 statements failed to reach
100% consensus and a 3.0 or higher mean score, resulting in those statements being
resubmitted to the experts for review in Round 3. In Round 3, experts were asked to agree
or disagree with each statement, if they disagreed, they were prompted to provide the
rationale as to why they disagreed. For a statement to be retained in Round Three, an
85% a priori level of agreement amongst the experts was set as the threshold. Table 5
provides the statements for which the experts were asked to agree or disagree with.
Table 5
Round Three: Level of Agreement for Perceptions of SBAE Teacher Needs (n = 14)
Identified Need
Agree Disagree % Agreementa
Tools to address student mental health issues
Resources to recruit traditional and non-traditional ag
students
Support to aligning lab facilities to program curricula
Diversity, equity, and inclusion (DEI) training
Laboratory safety resources
Greenhouse management skills
Agricultural mechanics skills
Training on effective Online delivery techniques
Lesson planning training
Resources for awarding and recognizing SAEs
Resources to help students overcome various levels of
public speaking anxiety
Assistance/resource to develop FFA officer teams
Assistance/resources for training FFA teams
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14
14

0
0

100
100

13
13
12
12
12
12
12
12
12

1
1
2
2
2
2
2
2
2

92.8
92.8
85.7
85.7
85.7
85.7
85.7
85.7
85.7

12
12

2
2

85.7
85.7

Clear and consistent protocols for handling COVID-19
cases
Resources to provide chapter level activities

11

3

78.6

11

3

78.6

Note. An a priori of 85% was set by the researchers to retain the characteristics.
The top seven items all had a mean score of 3.8 or higher meaning that the expert
panel strongly agreed with the items. These strongly agreed upon items, represented
SBAE teachers' needs for support from the community and parents as well as support for
SAE, mental health, and resources. The highest ranked item was the need for purposeful
professional development with a 3.9 mean score. In contrast, the two items that did not
meet consensus with a 78.6 mean score and represent the needs that the expert panel
believe to be already available resources or outside of their potential scope to assist with.
The rationale provided by the expert panel for why items that did not meet consensus
included “should be taught in teacher preparation” and “these are resources already out
there.” Additional justification concluded that “schools can provide that support for all
teachers,” explaining the best protocols for handling COVID-19 as each district’s
pandemic policies and “not all SBAE teachers need these skills.”
Research Question Two: Identify the current support structures available to inservice SBAE teachers according to expert SBAE teacher supporters.
The second research objective aimed to develop a list of current supports in place
to meet current SBAE teacher needs from the expert panel. In round one the second openended response question asked the expert panel: What support systems are currently in
place to help meet those identified needs? Resulting in 12 responses with statements
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sharing the sentiment of: “very few,” “not many on a state level,” “none, that I am aware
of any,” “professional development,” and “I can’t think of any” to detailed statements of:
“This varies state by state. Some of those do exist in our state. Perkins funds are available
at our university to help teachers with some of these issues…” and “There are PD
opportunities in my state for the classroom & FFA needs, but probably not at a scale that
reaches everyone. Also, there are resources online for SAE for All, but that could be
expanded significantly.” All of the statements demonstrate that gaps in teacher needs, and
support exist.
Conclusions/Implications
The purpose of this study was to determine the perceived needs of current SBAE
teachers from the viewpoint of expert SBAE teacher supporters. Eighty statements were
collected in Round One, with 44 individual items developed utilizing the constant
comparative methods. With 100% agreement and a mean score of 3.0 or higher resulting
in 29 of the 44 items identified in Round two, with an additional 13 items meeting
consensus in Round Three. Resulting in 42 of the 44 items retained and identifying
current needs of SBAE teachers. The 42 items identified aligned with at least one of the
three overarching areas conducting research around teacher needs of 1) career-specific
human capital development; 2) human needs; 3) relationships and communities
(DiBenedetto et al., 2018; Doss et al., 2022; Eck et al., 2019). The SBAE teachers’
career-specific human capital needs are reflected in 26 of the 42 items ranging from skills
and techniques for working with students with special needs, laboratory management
training, pedagogical content knowledge, and purposeful professional development,
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demonstrating that SBAE teachers need further technical skills training opportunities for
all career phases ((DiBenedetto et al., 2018; Doss et al., 2022; Eck et al., 2019; 2021;
Traini et al., 2021; Yopp et al., 2020)). SBAE teacher's human needs were represented in
14 of the 42 items identified by the expert panel including support for teacher mental
health, respect, work-life balance, and emotional health support, suggesting that an
individual’s wellness is an essential need to maintain 21st century programs (Fisher &
Royster, 2016; Shoulders et al., 2021; Sorensen et al., 2016). 6 of the 42 identified items
represent relationships and networks of support like school administrative support,
parent support, and community support, illustrating the importance of connecting with
stakeholders to meet student's needs (Doss et al., 2022; Fisher & Royster, 2016; Sorensen
et al., 2016). The 42 items identified as needs demonstrate the current support gap for
SBAE teachers. The identified items are represented within the Conceptual Model of
SBAE Teacher Support, which the research team developed to identify gaps in SBAE
teacher needs.
Items related to career-specific human capital support needs to be included:
Purposeful professional development, SAE support, Resources to integrate experiential
learning opportunities for students, and Accessibility training (see Table 4). While these
needs align with the recent and historical research conducted surrounding the needs of
SBAE teachers according to the perspectives of our expert panel of SBAE supporters,
they are still areas of need (DiBenedetto et al., 2018; Doss et al., 2022).
Other items identified are related to the human needs of SBAE teachers regarding
their beliefs, feelings, and values aligning with Maslow’s Hierarchy for Teachers (Fisher
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& Royster, 2016) level of Subsistence and Security with items like Support for teacher
mental health, Emotional health support, Work-life balance, and Respect (see Table 4).
Demonstrating that job satisfaction, work-life balance, and social-emotional wellness are
significant areas that the expert panel sees impacting current SBAE teachers, aligning
with previous research (Shoulders et al., 2021; Sorensen et al., 2016).
While other items identified that SBAE teachers need an expanded network of
support ranging from Parent Support, Community Support, Support from local school
administration, Classroom/Laboratory Support, FFA support, and State level support, the
identified items align with the need for the Association of SBAE teachers according to
Maslow’s Hierarchy for Teachers (Fisher & Royster, 2016). This suggests that needs
extend past a teacher's first three years, and assistance is still necessary for continuing
their Human Capital Development by further developing networks within the profession
(Eck et al., 2019).
All 42 identified needs are found in the literature but call to question why are
these needs reoccurring if they are genuinely essential human capital needs of SBAE
teachers? And perhaps more critical, how do we change the way we approach these needs
to create impactful change to reduce attrition and support SBAE teachers across
profession?
The second open-ended response from Round One found that support for the 42
items identified by the expert panel of SBAE supporters lacked the depth needed to be
effective for SBAE teachers, if resources existed at all. While resources are available,
none were mentioned by the SBAE teacher supporter as effective in providing the
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support currently needed aligning with previous research on support structures (Doss et
al., 2021; King et al., 2013). With no identified resources or supports to bridge the current
SBAE teacher needs gap, including the expert SBAE supporters’ themselves. This is
ironic, considering that the historical foundation of the American Association for
Agricultural Education (AAAE) was based on preparing preservice teachers, supporting
the current teachers, developing teaching aids, and contributing to professional
improvement (Sutherland, 1946). Even in 1953, Gandy outlined the duties and
responsibilities of staff in agricultural education, which included subject matter
specialists, FFA specialists, and counseling specialists in addition to teacher educators—
perhaps displaying the depth of our disconnect from SBAE teachers’ human needs and
the longing for professional community, resources, and safety within the profession. If
these expert supporters are not supporting SBAE teachers, then who is?
Gaps currently exist and add to the stress, struggle, and overwhelming nature of
the SBAE profession, the depths of which are unknown. Perhaps by addressing these
gaps, we could create proactive change in SBAE teacher work-life balance and reduce the
current rate of attrition for the profession (Doss et al., 2021; Shoulders et al., 2021;
Sorensen et al., 2016). Based on the items found through the Delphi process, SBAE
teachers have support gaps that need to be addressed from a more human lens to truly
create proactive support for SBAE teachers, instead of being reactive to teachers' human
needs and attrition from the profession.

Recommendations
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Recommendations from this study include suggestions for future practice and
further research to explore the depth of human needs of SBAE teachers. The items
identified by the panel of expert SBAE supporters suggest several different areas of
support gaps that exist. SBAE teacher support groups at a state level should review these
items in relation to teachers' human capital and human needs within their state, as needs
may vary state to state, allowing them to determine which they can fill for current and
future SBAE teachers. State CTE faculty and staff should provide support for content
rigor and relevance, increasing administrative support and justifying the respect and value
of SBAE programs. District and school site administrators should consider the gaps that
can provide support and resources to fill. State FFA staff are recommended to provide
assistance and a framework for developing FFA and SAE activities on state-by-state
bases that are inclusive and meet the needs of all students in SBAE. State agricultural
education teacher preparation faculty should consider the depth of current needs of SBAE
teachers practicing within the state and develop purposeful teacher professional
development opportunities that increase SBAE teachers needed human capital and human
wellness support systems. Additionally, faculty should consider the needs identified in
this study and integrate them into teacher preparation coursework.
Future research should aim to validate the conceptual model presented in this
study to address future support structures and professional development that will
effectively increase teachers’ human capital within the profession. The resulting 42 items
found from this Delphi approach study should be evaluated for validity and relevance to
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determine if it could serve as a future tool to identify SBAE teacher need gaps. A
qualitative study should be conducted with current SBAE teachers to identify the areas
and depth of their needs. Since this study was limited to three southeastern states (i.e.,
Florida, Georgia, South Carolina), the 42 items validated in this study should be
considered nationally to determine gaps and differences that potentially are regionally
limiting.
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